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ABSTRACT
Student Culture in Black South African Universities:
Some Factors Contributing to Student Activism, 1960-1980.
(May 1983)
Mokubung Nkomo, B.A., Pennsylvania State University
M.Ed., University of Massachusetts, Ed.D.
,
University of Massachusetts
Directed by: Professor David Kinsey
The official, overall goal of "Bantu" Education in South Africa is
to direct the education of Africans so as to meet the needs of an economy
dominated by a white racial oligarchy and to train African personnel to
manage the various administrative sectors of the "homelands" and ethnic
institutions in the "white" areas in furtherance of the policy of separate
development. This policy is a result of ten years (1949-1959) of a sys-
tematic effort to realign the educational system with the racial and
economic policies of the newly-installed (1948) Nationalist Party. Ihe
recommendations of four commissions--viz . Eiselen, Tomlinson, Holloway
and de Wet Nel--resulted in the development of a racially segregated edu-
cation system, elementary-through-university, which was integrated with
the "homelands." The passage of the 1959 Extension of the University
Education Act and the University College of Fort Hare Transfer Act com-
pleted this process of ethnic fragmentation in education. An examination
of the principal legislation, subsequent amendments, the ethnic/
racial
personnel composition, structures, curriculum and expenditures
in this
effort indicates the promotion of an official
institutional culture
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seeking to impose an "Afrikaner orientation" and to produce sycophantic
graduates who will conform to the Afrikaner world-view.
The twin theses of this study are: (1) that this carefully designed
African ethnic higher education has inadvertently developed a distinct
student "culture of resistance" which contradicts the intentions of offi-
cial policy, and (2) that there are a set of factors external to the for-
mal university structure and curriculum which influence students as much
as--if not more than--the impress of official institutional factors.
The potentially influential factors examined in the study are: the
specific South African social system and its effects on African student
attitudes and behaviors; the impact of the evolving African household
structure and conditions on a developing personality structure; the role
of international events on student consciousness; and the dialectical na-
ture of knowledge and other specific factors within the university en-
vironment. The impact of these factors on student attitudes and behaviors
are found to far exceed that of official expectations.
There appears to be no immediate prospect for an end to the prolonged
crisis that has beleaguered the ethnic African universities since their
inception in 1959. As instruments for ideological indoctrination these
institutions have largely failed to execute their intended task. They
have instead become terrains of struggle over larger political issues and
increasingly appear to play, in tandem with other forces, an important
role in posing a serious challenge to the apartheid education system.
viii
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CHAPTER I
THE ISSUE AND THE STUDY
The espoused aim of Bantu Education 1 has been to develop Africans in
accordance with their indigenous cultures and societies. As such, Bantu
Education was to be a central feature of the more grandiose policy of
separate development. In 1954 the Government of South Africa passed a
law that would bring all African schools under state control. Five years
later, Bantu Education with its attendant strict Government control was
extended to the university level. All has not been well since.
The Government's education policy for Africans has been controversial
since its inception. Increasingly the very objects and products of this
policy have not only challenged but actively oppose Bantu Education in
particular and separate development in general. Education for blacks
(Africans, Asians and Coloureds) in South Africa has reached a point of
2profound crisis. Schools and universities are turning into armed garri-
sons as confrontation after confrontation is matched with excessive
3Government coercion. The belated reforms that have recently been intro-
duced have been characterized as "too little and too late." Indeed, even
the Government-sanctioned de Lange Commission acknowledged the serious
problems inherent in racially-segregated education, and as a consequence
recommended more extensive reforms than the Government is willing to ac-
cept. As a result of this, and other internal crises, the South African
Government is in the proverbial "horns of a dilemma" situation, both in-
ternally and externally.
1
2The South African State projects itself as a democracy embodying the
political features characteristic of other democracies. Having made such
claims, it would be expected that such democratic exercises as the univer-
sal suffrage and participation in decision-making through the system of
direct representation would be common practices. These, of course, are
non existent within the racially-defined South African "democracy."^ All
legislative functions except in the "homelands" where 46.6 percent of the
African population resides (Rogers, 1976:16, based on the 1970 census),
are the preserve of the white dominant group. Except vicariously through
a now defunct provision for indirect representation, Africans have not
been involved in the formulation of policies that affect them. Disen-
franchisement of Africans has always been the cardinal principle of Afri-
kaner domination, although recently the "right" to participate in elec-
toral politics was accorded the "homelands." The majority of Africans
who are in the so-called "white" areas of South Africa are opposed to the
"homelands" policy (Rogers, 1976:12-13).
Not unnaturally, exclusion from participation in the national law-
making process engenders protest and resistance among the Africans. Prior
to 1960 opposition to educational discrimination was first formally ex-
pressed in 1923 when African conferences in Bloemfontein and Pretoria de-
manded, inter alia
,
that due to the desperate state of African education
the Union Government should take over full control of African education
(Troup, 1976:15). No immediate action was taken until 1925 when the
Government made changes in the financing of African education. The major
demand for the takeover of African education by the Union Government was
3not heeded. Another vociferous protest was demonstrated in 1954 when
Africans registered their distaste for the introduction of Bantu Education
(Motsoakae, 1955; Shand, 1956; Watts, 1958; Tabata, 1960:77-85; Kuper,
1971:463; Troup, 1976:22). Bantu Education was viewed as an effort by
the dominant white group to proscribe and arrest the development of Afri-
cans in a direction that would ensure their perpetual peonage.
Such fears were provoked by statements made by leading Afrikaners,
in particular Dr. H.F. Verwoerd who stated the policy of Bantu Education
in the following terms:
. . . Education must train and teach people in accordance with
their opportunities in life, according to the sphere in which
they live (quoted in Welsh, 1971:225).
Their "opportunities in life" and the "sphere in which they live" was to
be defined, not by Africans, but by whites who were vested with this right
by "divine" authority.
While Bantu Education professed to develop Africans along their own
cultural patterns, it, fundamentally, sought to produce a semi-literate
industrial labor force to minister to the needs of an expanding economy.
Given this intention, whatever educational changes took place after
Verwoerd' s pronouncement were responses to the imperatives of capital ac-
cumulation--or what others have referred to as modernization. In a
racially-defined society such as South Africa, the stratification of labor
along racial lines is institutionalized through the mechanism of a dual
labor market in which the secondary sector is exclusively black and the
primary sector is exclusively white (Magubane, 1979:17). Credence is
thus accorded the critics of Bantu Education who charged that it was de-
signed to ensure the subordinate position of the South Africans in the
4South African social hierarchy.
The policy of excluding Africans from participation in policy formu-
lation ensures that Africans do not define their own development. Such
exclusion, presumably, assures non-deviation from the set goals of sepa-
rate development. Although the policy of separate development provides
for outlets for political expression by creating "homelands" where Afri-
cans can have a sense of belonging, this psychological valve has neither
abated frustration nor eliminated opposition either in the urban areas or
in the "homelands" themselves. The fact that there are more Africans in
the urban or "white" areas in spite of macro-apartheid (the de Lange Com-
mission report estimates that by the year 2000 the percentage of Africans
in the urban areas will be approximately 70 percent) and their non-
identification with the "homelands" means that the opposition to separate
development in general and Bantu Education in particular will continue to
exist as long as the system persists.
In the last ten years (1970-1980) staunch opposition to Bantu Educa-
tion has been widespread and mainly led by African students. The tactics
have been confrontational as opposed to deputations of an earlier genera-
tion of African protestors. Provisionally, it appears that the strident
calls for the implementation of government promises for the control of
universities designated for Africans have had the effect of extracting
concessions from the government. A series of debates have been initiated
and the contest has brought to surface contradictions with a dynamism of
their own that could contribute substantially to the impermanence of Bantu
Education. A common thread that runs through the Van Wyk, Snyman, Jackson
and Cillie Commission
7
reports is that all the grievances are related to
5the general socio-economic conditions to which Africans are subjected.
Thus, while the Afrikaans language and Bantu Education were specific
grievances that generated student uprisings, investigations indicate that
participants who were interrogated by the Cillie Commission consistently
referred to broader issues. This fact alone strongly suggests that there
is opposition to apartheid laws, which laws were enacted without the demo-
cratic participation of Africans.
Since the option of African participation in the crucial decision-
making mechanism- -the South African parliament--is non-existent, the
limited alternative that apartheid institutions provide seem to be offer-
ing slight opportunities with which to challenge the apartheid structure.
A direct expression of the latter alternative has been voiced particularly
£
at the black universities. The general demands at the various black uni-
versities have been for (a) effective involvement in decision-making at
these black institutions, and (b) greater Africanization of the teaching
faculty and administrative staff as an instrument to insure self-control.
Such Africanization would also affect the curriculum. In justifying these
demands within the legal framework, the former President of the Student
Representative Committee at the University of the North, Mr. O.R. Tiro in
addressing the graduation ceremony in 1972 quoted the then Prime Minister
Voster as follows: "No Black man has landed in trouble for fighting for
what is legally his" (Tiro, 1972:91).
That the exploitation of apartheid institutions is only a sublima-
tion due to the lack of opportunities in the broader national policy-
making apparatuses is demonstrated by the consistent ambivalence of stu-
dents towards these institutions. On the one hand, they seem to embrace
6the philosophy of racialism, while on the other, they reject separate
development. An examination of the South African Student Organization
(SASO) documents suggests that their essential goal is non-racialist but
that the legitimating and juridical mechanisms of a race-regimented soci-
ety engender the emulation of racist behaviors.
These contradictory tendencies are obviously problematic and thus
require study and analysis as to their short— or long-term effects. A
general proposition of the present study is that it is the failure to take
full account of the "African factor" in initial as well as ongoing policy
formulation (indeed in all decision-making processes which affect the
State and the entire political economy) that has intensified recent con-
vulsions in South Africa.
The Problem
At the most primordial level this study is predicated on the assump-
tion that societies are governed by certain laws of motion. Social phe-
nomena have the distinctive property of transformation--a process of con-
tinuous adjustments and alterations to meet the demands of new environ-
mental pressures. Education, by virtue of its location within the social
matrix, is by no means immune from such transformations and, indeed, the
hypothesis may be advanced that, under certain conditions it may demon-
strate--almost autonomously--a certain generative capacity that would
further spur the laws of motion in directions that may not necessarily
conform to traditional expectations. For instance, where there is a
radical discrepancy between student conceptions of a rational social
7order and that upheld by the established political authority, there is a
high probability that the so-called "unintended consequences" or the
dialectical imperative would result from this tension. The ramifications
of these unintended consequences, in tandem with other operating factors,
tend to contribute to structural changes in the social order. This singu-
lar possibility compels attention, at least at the general level, to the
examination of the contribution of education to social change.
The passage of the Bantu Education Act of 1953 has been generally
viewed as the signal triumph of the newly installed Nationalist Party ad-
ministration, in that it ensured the compliance of African education with
the principles of social segregation enshrined in the Christian National
Education policy document published in 1948. This Act was a distilling
practical formulation of the aim and means of African education within
the broader policy of apartheid.
A fundamental premise of Christian National Education is that, by
divine arrangement, each national group was assigned a special task which
was inviolable and therefore immutable. Accordingly, the education of
each national group was to conform to its "natural" cultural heritage--
this is to be understood within the context of a hierarchically-arranged
social order.
Although the Bantu Education Act was intended to apply to all levels
of African education, it did not have immediate impact on university edu-
cation until the Extension of University Education and the University Col-
lege of Fort Hare Transfer Acts were passed in 1959. Since their incep-
tion, the three African Universities--of the North, Zululand and Fort
Hare^—have been in constant turbulence. They have all been marked by
8regular closures, suspensions and expulsions of sizeable numbers of stu-
dents and the stipulation of increasingly rigid conditions for admission
or readmission. Their curricula have been restrictive, limiting areas of
study largely to the social sciences and the humanities. Although desig-
nated for Africans, the faculty and staff at these institutions are still
predominantly non-African--a seeming contradiction to the policy of sepa-
rate development. These and such other matters as allocation of re-
sources, the quality of education, the degree of autonomy and academic
freedom have been some of the perennially troubling issues at these in-
stitutions. In all, these issues appear to raise fundamental questions
about the intent of separate development in African education.
The dilemma facing the government is whether university education
for Africans can continue to be as circumscribed without causing further
dissatisfaction and turmoil or, conversely, can African university educa-
tion be upgraded without undermining the entire separate development sys-
tem. Education for Africans in particular was not conceived by the
Government as a potential source for a critical consciousness that will
challenge its authority. The concrete challenge confronting the Govern-
ment's African universities is that many of the students who are products
of Bantu Education are demonstrating attitudes and behaviors that are con-
trary to official expectations. The nature and causes of this phenomenon,
what short- and long-term effects it will have, is a subject worthy of
study.
Numerous studies have been conducted focusing on the various aspects
of the Bantu Education policy. These include: the evolution of Bantu
Education as a distinct educational policy explicitly designed for
9Africans under the Nationalist government; the religious, social, cul-
tural, economic and political bases upon which the policy was founded;
and the extent to which the policy was designed to promote the achievement
of African self-development and its relationship with the dominant white
political economy (Kumalo, 1959; Hunter, 1963; Leonie, 1965; Jones, 1966;
Leonard, 1970; Murphy, 1973; Davies, 1978; Msomi, 1978; Mbere, 1979).
However, there are few, if any, systematic and comparative studies
of student culture and activism in the African universities of South
Africa. The studies noted above invariably concentrate on the governing,
policy-formulating agent--the State. Needless to say, these studies have
shed significant light on the formal structure of Bantu Education, that
is, its proclaimed intent and formal/practical operation. What they--
collectively--have not investigated systematically, however, is the equal-
ly vital role and reaction of the objects of this policy--that is, the
9Africans--to its design and implementation.
This singular omission in the literature has imposed a severe limita-
tion on the understanding of the scope of the existing forces that in
their own right--action or reaction--may initiate profound educational,
and consequently, social, economic and political adjustments. In order
to acquire a full appreciation of the dynamics of the forces at play, and
identify the likely trajectories resulting from these interactions, it is
imperative to conduct a study of the critical issues affecting African
university students and the impact of their reactions on the universities
and other social institutions. This, along with the studies cited above,
will contribute to a more comprehensive and dynamic understanding of this
situation
.
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Purpose and Significance of Study
One of the implications drawn by Murphy in his 1973 study of African
education in South Africa was that it was likely to develop a "culture"
of its own which would "lead to educational outcomes different from those
intended by the South African Government" (p. 237). It is this prospect
that inspired the present study as the events at the African Universities
during the two decades after their establishment transformed the predic-
tion into a reality.
This study examines the nature of student culture and activism in
African universities of South Africa. It seeks to identify the range and
importance of factors that appear to affect the development of this cul-
ture and activism, it compares these phenomena in South Africa with find-
ings in the international literature on this process, and assesses their
specific implications for South Africa. The period under consideration
is that beginning in 1959, when the passage of the Extension of University
Education Act and the University College of Fort Hare Transfer Act enabled
the establishment of separate African ethnic universities.
Consequently this study ultimately addresses the question: To what
extent have "Bantu" university education, and other forces outside the
official curriculum, created a student culture and patterns of activism
that conflict with that intended by official policy, and what are some
possible educational and social implications of this phenomenon? Specif-
ically, the study advances two theses: (1) that the carefully designed
African ethnic university education has inadvertently developed a dis-
tinct student "culture of resistance" which contradicts the proclaimed
11
intentions of the official education policy; and (2) that there is a set
of factors external to the formal university structure and curriculum
which influence students as much as— if not more than— the impress of of-
ficial institutional factors.
In dealing with the earlier ultimate question, the following
implementing/operational questions (IQ/OQ) are raised and examined:
1. What is indicated in the international literature about univer-
sity-based and other factors that influence the development of
student culture and activism?
2. What are the rationale and intended objectives of separate Afri-
can education in South Africa
,
and how have these been imple-
mented since 1959?
3. What is the resulting nature of African university education,
and how does it contrast with white universities in South
Africa?
4. What environmental factors appear to affect student culture in
African ethnic universities?
5. What university and social or societal factors appear to affect
Student Activism in African ethnic universities?
6. How do these factors at work in South African black universi-
ties compare (similarities and differences) with those identi-
fied in the international literature?
7. What are the social and educational implications of African stu-
dent culture and activism in South Africa?
The impact of university education on students from subordinate
strata and their response to what they perceive as an inferior system of
12
education is of crucial importance especially in societies such as South
Africa. Such a study would at once inform us concretely of some of the
causes of the development of "unintended consequences" or "cultures of
resistance that particular kinds of education foster, and would be in-
structive to developers of educational systems and practitioners as to
what problem-generating factors to eschew in constructing their own edu-
cational systems which would maximize social justice and equity. This
study would add, in an important way, to the small but growing body of
literature on the role of African university students on the South African
society
.
Definition of Terms .
Student Culture is conceived as a specific subculture manifested in
university settings. These subcultures derive from specific forms of
social structure, social organizations, and social pressures which give
rise to specific forms of attitudinal and behavioral responses. It is
generated concretely by the "general rules, regulations, required courses,
athletic events, special concerts, the library, the student union and
various living centers" (Pace and Baird, 1966:216); the particular rela-
tions between students, faculty and staff; the mosaic of social back-
grounds; the relative ease with which orgnaization and mobilization on
common issues can be realized; and the common values and ideals that youth
have. All these factors constitute the environmental press that has a
substantial impact on the pattern of student attitudes, beliefs, aspira-
tions, frust rations and responses at universities. Ihe character and con-
text of the university engenders certain types of behavior patterns and/or
13
response systems that are unique to the university setting. A particu-
larly influential factor to the university student culture is the overall
experience the students have had with the social order prior to their
entry into the university (especially if they came from specific racial,
ethnic or class backgrounds) and how this interacts with other variables
as the socialization process takes place.
Student Activism is a particular mode of action undertaken by stu-
dent organizations or groups to address specific or general issues defined
as important to them. Such action may be directed to specific university
issues such as rules and regulations, curricular content, academic re-
quirements, quality of food, dress codes, etc. Or, it may be directed
toward general issues (political, economic, social, racial or religious)
beyond the jurisdiction of the university. The former type of activism
is referred to as "norm-oriented” or "etudialist , " that is, their objec-
tive is to correct a specific university-related grievance, or seek to
achieve a university-based goal. The latter form of activism is referred
to as value- (or society-) oriented, that is, "they are concerned with
broader ideological issues and when involved with concrete actions, this
activity is usually linked directly to a broader concern" (Altbach,
1966:183). Sometimes a norm-oriented student organization will turn into
a value-oriented student organization.
Although the specific determinants of student activism vary from
country to country and from university to university, it appears that, in
general, there are certain commonalities.
As conceptualized in this study, student activism (its existence or
non-existence) depends on the specific content of the student culture.
14
There are specific factors within student culture that may or may not in-
fluence student activism.
Apartheid is a systematic and determined policy of racial segregation
instituted on the occasion of the assumption of political power by the
Nationalist Party in 1948. It is a complex of regulations, laws and
decrees that govern the day-to-day activities of the various racial and
ethnic groups, and ultimately extends to the territorial division of South
Africa along racial and ethnic lines.
Separate Development is a policy often viewed as a euphemism for
apartheid. In this new formulation the policy envisions the establishment
of ethnically homogeneous nation states within their designated "home-
lands." Only in these "independent homelands," are members of the various
ethnic groups supposed to enjoy citizenship rights, exercise political
control and develop in parallel with the rest of the other "homelands"
and "white" South Africa. Each group is to develop according to its
"natural" cultural heritage. The ultimate goal is to have these "states
conjoin in an "interdependent constellation of states."
African Universities came into existence after the passage of the
Extension of University Education Act and the University College of Fort
Hare Transfer Act of 1959 established three universities. They are: the
University of Zululand, the University of the North and the Fort Hare Uni-
versity for the various African ethnic groups. These do not include the
other two, the University of Western Cape and the University of Durban-
Westville, for the Coloreds and Indians respectively, established under
the former Act.
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Blacks is a designation that has become popular as a reference among
the politically active Africans, Coloreds and Indians.
Bantu Education is the educational policy enacted in 1953 bringing
African education under the full control of the government. With this
Act, independent missionary schools for Africans were ended. Separate
facilities and curricula explicitly designed for Africans and qualita-
tively different from those of other racial groups were constructed.
Bantu Education was advanced to the university level with the passage of
the Universities Extension Act of 1959.
is a term that, until recently, was used by the government in
reference to Africans. Anthropologically, it refers to a group of langu-
ages spoken by various African ethnic groups south of the equator.
Linguistically, especially within the Nguni language system, bantu (the
plural of muntu ) means people. Politically then the attempt to divest
the birthright claim embedded in "African" by the usage of "Bantu," the
Government by an ironic twist excluded whites from the concept of people-
hood. Africans dislike the term and regard it as offensive in the manner
it is employed by the South African government. It will be used in this
study only when quoting from government official documents and other
literature of the time when this designation was in currency.
Reserves, Homelands, Bantustans are terms that successive governments
in South Africa have used to refer to those portions of the country they
designated for African occupancy under the 1913 Group Areas Act and its
subsequent amendments. Reserves is the older term that has now been dis-
continued, Homeland and Bantustans are used frequently.
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Exclusion. This study will not include post-secondary technical and
vocational institutions where they exist separately from the universities.
Selective and occasional references may be made of African medical train-
ing. Formerly situated at Wentworth, in the Natal province, African medi-
cal training there began a phase-out process in 1978 and has now been re-
established at Garankua in the Transvaal as the Medical University of
Southern Africa (MEDUNSA)
. The reason for the exclusion is that until
1978 medical training for Africans, although separate, was part of the
University of Natal which is a white institution. The newly founded uni-
versities of the Transkei, Venda, Qwa Qwa, Bophuthatswana
,
and Vista will
also be excluded. More importantly, however, is the fact that because of
the recency of their establishment there is a dearth of information on
these institutions.
Design and Organization of Study
This study was based on the critical review of the general and spe-
cific literature on student culture and activism, and available studies,
documents and newspapers. To supplement this data base occassional in-
formal discussions were conducted with a few individuals who have been
directly involved in these African ethnic universities either as teachers
or students.
As the issues of student university culture and activism are world-
wide phenomena, Chapter II reviews the international literature for the
purpose of formulating a context and a frame of reference against which
the specific character of the relevant phenomena in South Africa can be
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appraised. Categories of analysis derived from this review are identified
to guide the study.
In order to comprehend student culture and student activism, it is
necessary to understand the historical development of the African ethnic
universities, through the principal legislations and their amendments;
and the administrative structures and personnel. Chapter III discusses
the historical, policy and institutional contexts, all of which consti-
tute the major ingredients of the official university culture or institu-
tional ethos.
The white universities are part of the broader university environ-
ment and their character, quality and resource endowment in contrast to
their black counterparts are matters of public record. Students are
therefore aware of the discrepancies between black and white universities
and the notion of "separate and unequal" is inescapable. Chapter IV un-
ravels the official policy of the Government and the intended effects of
such a policy.
Chapter V discusses and examines the culture of students at the three
ethnic universities as expressed in their "pattern of behavior." This
"pattern of behavior" is viewed in the context of or as a reaction to the
official culture or institutional ethos.
It is hardly adequate, however, to simply explain student culture
and activism in terms of the official university culture. Chapter VI
examines a host of factors such as: the dialectical nature of intellectu-
al discourse; the social system; international developments; and the
family unit. The cumulative effect of these combined underlying factors
(deriving from outside the official university structure or curriculum)
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xs to establish the "pattern for behavior" for the African university stu-
dent .
The concluding chapter first compares and contrasts certain features
of student culture and activism in South African universities to those
manifested in other countries. Second, it attempts to draw the social
and political implications of student activism on the universities them-
selves as well as on the overall socio-political system. Finally, needs
for further research are indicated.
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ENDNOTES
In 1978, in response to the intense resentment Africans have for thedesignation "Bantu", the government changed the Bantu Education De-partment to the Department of Education and Training. This changein name has, however, not changed the perceptions of Africans towardthe department.
At the time of writing (November, 1982) it was reported that 1500
students (50 percent of the student body were dismissed from Fort
Hare after three days of lecture boycotts (The Star 8/23/82; The
Citizen 10/11/82). At the University of the North" The Star reported
that 3,000 students left for their homes after refusing a call by
the administration to return to their classes. The students were
protesting what they alleged was collusion between some members of
staff and the Security Police in raiding the rooms of two women stu-
dents. A recently released Commission report by Professor van
Trotsenburg has been suppressed by the university authorities at the
University of the North. (The Star 10/19/82). Students at the
English-speaking universities have taken solidarity actions in sup-
port of the protesting African students.
A former lecturer at one of the universities informed the author in
an interview that in addition to the periodic encirclements of the
campuses by the police, and the door-to-door dormitory searches and
evictions during student protests, that he personally knows of an
army officer who was studying Venda Law and teaching a course-- there
are many army personnel who study various aspects of African cultures
and languages as part of Defense Minister Magnus Malan's "total
strategy" to win the "hearts and minds" of the African population
against the "communist onslaught"--would come to class not only with
his full uniform but a loaded gun in his holster. It is reported
that two administrators in the Personnel Dept, at the University of
the North are majors in the South African Army and are active members
of the National Intelligence Service (a political police force de-
signed to spy on and destroy organizations, political parties, groups
and individuals who are opposed to the government's policies). The
"total strategy" concept would lead to the conclusion that intelli-
gence operatives are actively executing their functions at the other
universities as well. For related discussion see J.S. Saul and S.
Gelb, The Crisis in South Africa, (N.Y.: Monthly Review, 1981) pp
.
50, 86-87; and "Army in Schools," in Sechaba (June, 1980) pp. 6-8.
For an informed discussion of the concept of "racial democracy" see
D.E. Kaplan, "The South African State: The Origins of a Racially
Exclusive Democracy," The Insurgent Sociologist Vol. X, No. 2 (Fall,
1980) pp. 85-96.
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5. A brief but pointed definition of the dual labor market is offeredby Piore: "The basic hypotheses of the dual labor market was thatthe labor market is divided into two essentially distinct sectors
termed the primary and secondary sectors. The former offers jobs
with relatively high wages, good working conditions, chances of ad-
vancement, equity and due process in the administration of work
rules, and above all, employment stability. Jobs in the secondary
sector, by contrast, tend to be low paying, with poor working condi-
tions, little chance of advancement; ... is conducive to harsh and
capricious work and a high turnover among the labor force." Michael
J. Piore, "Notes for a Theory of Labor Market Stratification"
(Cambridge: MIT, 1972) p. 2. Also see: Sar A. Levitan et al., Human
Resources and the Labor Markets (New York: Harper & Row, Publishers,
1972) for further discussion. In reality the segmented labor market
model is more appropriate than the "dual" model in the South African
case. See C.E.W. Simkins and D.C. Hindson, "The Division of Labor
in South Africa," Social Dynamics Vol. 5, No. 2 (1979) pp 1-12.
7. The Van Wyk Commission (1974) was appointed to investigate distur-
bances at the University of Western Cape; the Snyman Commission
(1975) investigated disturbances at the University of the North; the
Jackson Commission (1975) investigated the status of Africanization
at the University of the North; and the Cillie Commission, which was
published recently (1980), investigated the 1976 Soweto upheavals.
8. Fort Hare University College was founded in 1916, hence the study
will exclude consideration of the 43 years preceding the 1959 Exten-
sion Of University Education and Fort Hare University Transfer Acts.
For an informed discussion of Fort Hare history see articles by W.
Nagan, "Fort Hare Record" The New African No. 101 (July, 1965); and
D.E. Burchell, "African Higher Education and the Establishment of
the South African Native College, Fort Hare" South Africa History
Journal
,
(Nov., 1976) pp. 60-83.
9. Gail Gerhart in her book Black Power in South Africa (1979) makes
the following pointed observation in this regard: "Too often dis-
cussion of South Africa's future appears to proceed on the assumption
that whites alone are the instigators of action, while blacks essen-
tially are and will remain the objects of white political, adminis-
trative or economic manipulation, swayed by forces and factors wholly
beyond their control. Taken in this perspective, this is an un-
realistic approach to the politics of South Africa, and one which
could give rise to significant miscalculation regarding the "future"
(p. 304). An exception to the cited studies is Ewald Feit's
"Conflict and Communication: An Analysis of the 'Western Areas' and
'Bantu-Education' Campaigns of the African National Congress of South
Africa, Based on Communication and Conflict Theories" Doctoral Dis-
sertation, The University of Michigan, 1965.
CHAPTER II
UNIVERSITIES, STUDENT CULTURE AND ACTIVISM:
A LITERATURE REVIEW
The Role of the Univ6irsit.y In Socisty
A general consensus prevails on the crucial role of universities in
both developed and developing societies. The following are some of the
major functions and characteristics of universities:
1. The university has the fundamental task of teaching complex skills
in science, technology, management and administration; and to engender a
capacity for leadership and responsibility so essential for the effective
operation of modern techno-bureaucratic societies (Lipset, 1967a:3;
Altbach, 1970b: 16).
2. The university is viewed as a transmitter of the cultural heritage,
history, the scientific knowledge and the literature of the society
(Lipset, 1967a:3)^. In this sense, it performs the function of preserva-
tion of societal lore--a conservative role.
3. The university has been the cradle of new ideas, innovation, and cre-
ativity through its intellectual and scientific ethos. A constant state
of delicate tension exists between this function and the second. It is
in this role that the university has been variously referred to as a
liberalizing (Lipset, 1972:32, 188; Lipset and Altbach, 1967:237; Lipset,
1970:35) a socializing institution (Altbach, 1970:14), a modernizing force
(Lipset, 1970:39; Lipset and Altbach, 1967:242; Ashby, 1976), a civilizing
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agency (Clark and Trow, 1966:18-19) as well as cosmopolitizing (Gouldner,
1979; Ashby, 1966:xii) in both developed and developing societies. Many
developing countries view the university as a "precipitator" (Mazrui
,
1978:277) or a "catalyst for change" (Ike, 1976:31) in the developmental
process
.
4. The university functions as the selection agency for the elite to
fill the differentiated administrative or managerial occupations in soci-
ety (Lipset, 1967a : 3 ; Altbach, 1970b: 16). This function contrasts with
the view that, where democratization of higher education has advanced sub-
stantially through the institution of the meritocratic principle, the uni-
versity has been transformed into a social equalizer.
^
5. The university, especially in developing countries, serves a develop-
mental function. That is, in conjunction with its modernizing task, it
seeks to forge "a new national and intellectual culture", by developing a
sense of historical identity, synthesizing different aspects of ethnic
heritage" and producing an "ethnically-mixed reservoir of high level man-
power" (Mazrui, 1978:270). This synthesis and consolidation of human
resources, culturally, is thought to have a maximizing effect on the
developmental process.
6. During the colonial era, the university in many developing societies
produced individuals who played a crucial role in the nationalist move-
ments for political independence (Mazrui, 1978: xi, 277; Ashby, 1966:xii;
Altbach, 1970a : 1 , 4 ; DiBona, 1967:374; Israel, 1970; Lipset, 1967a, 1970;
Suchlicki
,
1968).
7. Universities, by and large, while seeking to develop a national cul-
ture have also striven to promote a universal culture by subscribing and
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maintaining "high standards of academic performance" entitling the uni-
versity to membership in the "supra-national community" of world univer-
sities (Ike, 1976:23). It is through the research and development compo-
nent that the university can contribute "new knowledge to the world’s pool
of knowledge" (Lipset, 1967a:3). Given the general view that the univer-
sity "precipitates" and serves as a "catalyst for change" it is presumed
that research and development would be key and strategic components in
the university system.
Emphasis in each university, in each country, will vary in accordance
with the socio-historical experience and national priorities. Lipset re-
gards these tasks as "the indispensable minimum" institutional traits.
Furthermore, he notes, "a university system which fails to perform these
functions, however useful it might be in other respects, is not doing its
job. It will become parasitic on the university systems of other coun-
tries and will be unable to cope with the tasks of national development"
(Lipset, 1967a:3).
The University Environment
4
In order to comprehend the attitudes, behaviors, indeed the culture
of university students, it is necessary to examine the specific dimensions
that constitute the university's ecological system and how the constituent
environments interact with one another. The character and quality of the
relationship determine the type of subcultures that can be observed at
any university campus. In this section, the university environment will
be divided into four distinct, but interactive, subdivisions: namely;
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the administrative,
ments
.
the physical, the social, and the academic environ-
1
' ~
e Instltutional Administrative Environment
. The administrative en-
vironment consists of the specific bureaucratic functions that enable the
university to carry out its stated mission. These include: legislative
acts; administrative rules and regulations relevant to the operation of
the university; and the personnel--in particular the administrative
staff--who are charged with the execution of statutory mandates and the
smooth operation of the university organization.
The character and image of the university are "historically derived
and reflected in the present belief and practice of the present staff"
and moreover, constitute what Clark and Trow refer to as the "official
culture" or the "institutional ethos" of the university (Clark and Trow,
1966:33). Lipset confirms the notion of the existence of a distinct uni-
versity culture, and elaborates its definition further by pointing out
that such a culture goes "beyond the bodies of specific knowledges which
are taught and cultivated, and extend to vague ethos of attitudes and sen-
sibilities" (Lipset, 1967a:5). Va rious segments of the broader university
institutional environment, of which administration is but one part, are
shaped by and react to the dominant ethos in ways that in turn affect the
administrative/institutional environment, prompting adjustments resulting
in modified cultural formations.
The institutional/administrative environment in its interaction with
the other three environments produces an official culture which then
gives each university its distinctive character which either encourages
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or constrains the possibilities of student activism. Klineberg et al,
(1979) have classified three ideal types of universities, with distinct
images that serve to attract students with particular political orienta-
tions. These are:
a) Conservative, 5 nationalistic and selective universities.
Such institutions tend to attract students with far right,
center and/or apolitical orientations;
b) Liberalized and selective universities or colleges attract
students with a leftist disposition; and
c) Radical universities have a normative value system that is
often in diametrical opposition to the traditionally ex-
pected role image of the university. Leftist radical stu-
dents tend to prefer such institutions (Klineberg et al
1979:196).
The purpose and distinctiveness of a university, as reflected in the
official values of the institution, encourage or produce particular kinds
of student cultures. Clark and Trow (1966) in their study, "The Organi-
zational Context of the American University", discovered that in the small
liberal arts colleges with their relatively small enrollments, intimate
student contact with faculty serving in loco parentis - the academic and
collegiate student subcultures predominate "largely excluding the voca-
tional and nonconformist orientations" (Clark and Trow, 1966: 33). On
the other hand, large service-oriented institutions such as public, state
or municipal-run universities or colleges have "vocational subcultures
contending and mixing with the collegiate and academic" (Clark and Trow,
1966:34). Their observation supports the Klineberg et al (1979) finding
26
that the public image of the university or college facilitates self-
selection on the part of the applicants. That is, student applicants will
apply to an institution on the basis of what they know about the institu-
tion in conjunction with their academic interests and political orienta-
tion. The known or perceived public image of the university is largely
an outcome of the institutional administrative environment.
Also, much of the distinctiveness of a university derives from the
extent to which the principles of academic freedom and institutional
autonomy are respected by the larger polity. Autonomy serves as a pro-
tection for academic freedom which ensures the pursuit of objective
scholarship uncompromised by external interests. In other words, the two
are expected to flourish under general political conditions that permit
and respect civil liberties. The extent to which civil liberties are up-
held in society conditions the character of the universities' administra-
tive environment and, therefore, the institutional culture. Lack of
respect for civil liberties in society means, by logical extension, lack
of respect for academic freedom and restricted institutional autonomy.
In turn, such a circumstance affects the quality of relations between the
administrative environment and the other sub-environments within the uni-
versity.
2. The Physical Environment . There is great variation in the physical
environment of universities. Some universities are situated in large
metropolitan areas, some in distant rural settings; some have adequate
study, research, recreational and living facilities; some are beleaguered
by severe shortages in such facilities for a variety of reasons; some are
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small secular or religious schools with an intimate and harmonious cli-
mate; and some are gigantic "multiversities" with an attendant impersonal
character. Each physical feature— or whatever combination prevails at a
university campus--becomes an integral part of the official culture and
promotes, as a result, particular forms of student subcultures. Much of
the literature abounds with illustrations of physical attributes of the
university that contribute to the formation of student subcultures and
their probable behavioral expressions. The most prominent are:
a. The "ecological concentration of universities within a limited
area" (Lipset, 1967a: 18) and the common life in dormitories,
dining halls and class rooms (Newcomb, 1966: 6; Lipset, 1967a:
25) facilitate the generation and sharing of common interests
which serve as a basis for the formation of the specific student
subculture and its organizational response to the existing ex-
ternal stimuli (Altbach, 1970b: 17).
b. The sheer size of most universities, and the large numbers of
students (Altbach, 1970b: 17) concentrated in a limited area,
tends "to create a numerically significant group of dedicated
and committed politicized students" (Altbach, 1970c:55). Insti-
tutional size and significant student numbers serve as protec-
tion and isolation from criticism students would otherwise ex-
perience if they were scattered in a normal population outside
the university (President's Commission Report, 1970:82). Pro-
tection or insulation by virtue of institutional autonomy en-
courages the emergence and sustenance of distinct student sub-
cultures .
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c. Communication is greatly facilitated by such physical concentra-
tion. Moreover, the availability of mimeograph machines--for
the production of leaflets and posters which can be placed at
strategic points as well as distributed by hand at gates and
entrances to dining halls, classrooms and dormitories--consti-
tute the physical geography that promotes communication
(Altbach, 1970c:55; Lipset, 1972: 37). Student subcultures
and activism are easily promoted by this communication infra-
structure
.
d. The physical location of a university, with regard to its
proximity to the capital city often plays an important role as
a factor influencing the political potential of the student body
(Clark and Trow, 1966:59; Mazrui, 1978: 253, 256; Lipset,
1967a:23; Suchlicki, 1968:316). Large universities in urban
areas, close to the center of "government and the opposition,
easy access to political information and commentary" (Emmerson,
1968:399), are more likely to experience a greater sense of an
independent political cultural identity. Mazrui notes that a
university located in "a capital city is exposed to the coun-
try's most central political problems ..." (Mazrui, 1978:
250). ^ Conversely, this means that--generally--universities
,
especially small ones that are removed from the capital city,
are less likely to acquire an activist political cultural iden-
tity (Lipset, 1967a:31).
e. Generally, the adequate availability of study facilities such
as uncrowded classrooms, well-stocked and furnished libraries,
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and laboratories, and extra-curricular activities through the
provision of a variety of recreational sports affect the quali-
ty of life on a university campus. The absence or inadequacy
of one or more of such facilities and amenities could lead to
bonding on the basis of perceived privations and consequently,
foster the development of a resistant student political/cultural
tendency (Altbach, 1970b : 21 )
.
3 - The Social Environment
. Within the physical environments described
in the preceding section, is a web of social relations between individuals
and among groups of students who share the common objective of learning.
Greater democratization of higher education has taken place in the post-
World War II period, in developed and developing countries, due mainly to
the increased premium placed on the merit principle over ascriptive char-
acteristics in admission to universities. Admission based on merit meant
the entrance into the university system of individuals with widely varied
socio-economic and cultural backgrounds. In Third World countries in-
creased university enrollments meant greater numbers of students from
lower socio-economic origins 7 (Lipset 1967a:28; Scott 1970:211), poorly
trained in the languages of instruction at the universities , --what Basil
Bernstein (1973a, 1973b, 1975) calls "restricted language codes"--and in
some instances confronted with living and working conditions that are
"universally poor" (Altbach 1970b: 20). Socio-economic heterogeneity in
an intellectually-oriented environment sharpens the awareness of dispari-
ties in society--a readily attainable state given the psychological dis-
position of students for social reform to be discussed later. Thus, the
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social environment in universities, especially in developing areas, is in
a constant state of flux and ferment, creating in the process a critical
self or group identity.
The youthfulness and idealism of students everywhere, combined with
the inquisitiveness inherent in intellectual activity and the known envi-
ronmental effects of the university experience on students has led to a
scholarly focus on some of the change agents that affect students atti-
tudes and behaviors. According to Coleman in his study of "Peer Cultures
and Education in Modern Society", the principal change agents affecting
students are: "association with a roommate, pledging for a fraternity,
trying to win many friends--all these can be agents of change", (Coleman,
1966:248)
.
Within the larger university ecological system, the student communi-
ty is viewed as a differentiated social organization with three levels
that can affect the individual student's life. At the most comprehensive
level is, (1) the total student body with its own status system, (2) a
host of voluntary organizations, fraternities and sororities, activities
clubs, service clubs, interest or hobby groups, and (3) at the lowest
level is interpersonal association, friends, roommates, classmates and
dates (Coleman, 1966:248-50). Each has its own way of effecting atti-
tudinal and or behavioral change in the student. Several studies have
accorded peer group influence a significant role in the socialization
process (Newcomb, 1966:3,5,6; Jacob, 1957; Wilson, 1966), in some cases
even suggesting that peer groups exceed the curriculum and the role of
faculty in influencing students (LeVine, 1966:117).
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The existence of official student organizations, clubs, interest
groups and interpersonal association engenders dialogue which may lead to
a critical perspective. Altbach has observed that radical university stu-
dent groups that call for drastic change "often grow out of the official
organizations" (Altbach 1970c:56).
The intrusion of external factors into the university social envi-
ronment tends to transform university-oriented student consciousness into
an outwardly-focused political consciousness. An example would be the
role of universities in colonial settings as "nurseries of nationalism"
g(Ashby, 1966 : xii)
. Examples in the U.S. would be the SDS as a source of
anti Vietnam war action and black students in the struggle for the human
rights of blacks. The self-consciousness of students can be strengthened
and activated by external factors, especially if they are perceived as
threatening to the collective identity.
4. The Academic Environment . Universities, for the most part, have en-
joyed a unique role in society. They serve as the focus of new ideas
(Lipset, 1972:36) and intellectualized concepts (Altbach, 1970c:54) shel-
tered from external intervention since the "town and gown" battles of an-
tiquity. In an effort to render themselves as socially significant, uni-
versities have sought to translate their abstract concepts to concrete
action that can impact positively on the human condition. This praxis or
weltanschaung--guide to thought and action-- (Altbach
,
1970c:54) has been
achieved to varying degrees by different universities. In its pursuit of
knowledge and truth, the university has promoted an ethos of scholarship
which seeks to establish universalistic principles through a scientific
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approach. An intellectual ferment results from the natural setting of
the university (Altbach, 1970c:55) which encourages a critical spirit
(Klineberg et al, 1979:200) that tends to question established patterns
(Scott, 1970:223). It is in this light that the 1970 Report of the
President's Commission on Campus Unrest observed that campus unrest "is
an expression of intellectual restlessness and intellectual restlessness
prompts the search for truth" (quote from letter of transmittal). The
university thus has an academic culture which induces certain attitudes
and behaviors among the students.
The combination of universalistic principles and the idealism inher-
ent in youth result in the commonly observed demands of students in the
United States for "racial equality, internationalism, peace and class re-
lationships as well as in personal beliefs such as religion and sexual
behavior" (Lipset, 1972:32; also Feldman and Newcomb, 1969). Evidence
from a number of student attitudinal surveys demonstrates the liberaliz-
ing nature of the university (Lipset, 1972:32, 188; Lipset and Altbach,
1967:237; Feldman and Newcomb, 1969). This liberalizing effect is the
logical outcome of the creative-innovative-autonomous-scientific dimension
that is deeply rooted in the character of the university. A liberal dis-
position among students, in both developed and developing countries, man-
ifests itself in the desire for ameliorative actions to change what they
perceive as social inequities.
Lipset attributes an independent variable status to schools in gen-
eral, and perhaps here specifically universities, "as centers of activism
beyond what may be explained by characteristics of students" (Lipset,
1972:97). In other words, the very nature and mission of the university
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promote a critical disposition which will be discussed later in this chap-
ter. This appears to be a function of their intellectual orientation com-
bined with their unique ecological concentration. In a specific sense,
the students' disposition for social reform is a logical consequence of
the liberalizing influence of the knowlege and intellecutal activity found
in the university environment.
Finally, it appears that the institutional/administrative, physical,
social and academic environments within the university constitute or pro-
duce an empncial reality that shapes student attitudes and behaviors.
An array of factors such as "the purposes of an institution, its size and
rate of growth, its historical traditions, its sources of funds, and fa-
culty, its parts of the population--these and other factors shape the
character of the student life within a college" (Clark and Trow, 1966:26).
Student Cultures
It has been noted in the preceding section that the university envi-
ronment has a certain uniqueness and a distinctive character afforded by
the twin principles of institutional autonomy and academic freedom. A
distinct university social system, relatively isolated from the supra-
social system, thus emerges and engenders a culture of its own from which
issues particular subcultures of its participant-clientele populations.
This section will attempt to: (1) indicate the parameters and elements
that define the student subcultures; (2) examine these subcultures; and
(3) determine their impact on their student members, the college or
university and the society at large. The mutual interactions and
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af fectivity of these forces will also be noted.
lm lhe Nature and Cha ra cteristics of Student Subcultures
. A 1969 UNESCO
report acknowledged the existence of a youth culture which is interna-
tional m scope. Trends that have emerged in recent decades as a result
of technological advancement and the concomitant knowledge explosion ap-
pear to have necessitated certain socio-psychological transformations that
have been at odds with established social norms. The document notes:
The young around the world appear to have created a
sort of international culture, specifically of youth,
in opposition to adult culture, still fixed in the
traditional patterns (UNESCO, 1969:10).
As a point of fact, the existence of the youth culture was observed
earlier in the late nineteenth and pre-World War I period in such coun-
tries as France, Russia and Germany (Lipset, 1972:23) and the concept of
a specific youth culture" was first advanced by the German educator
Gustav Wyneken (Lipset, 1972:28).
It should be noted that the UNESCO report and earlier works refer to
youth in a generic way and, therefore, in an undifferentiated manner.
The interest of this study is in a specific fraction of this youth popu-
lation--namely
,
the students. They, as indicated earlier, occupy a spe-
cific and unique locus: they are participants in a special social system
and process with its own peculiar exigencies or environmental press; and
they are influenced by their objective environment in particularly dif-
ferentiated ways. The conclusions of the UNESCO report and the observa-
tions of the earlier works need not necessarily be discarded as irrelevant
but should be regarded as useful since they offer a broader framework
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within which students’
-as a subcategory of the general class "youth"
~
attitudes and actions can be examined and analyzed.
Much controversy still rages over whether there is such a phenomenon
that can be referred to as student "culture". Klineberg et al, in their
1979 comprehensive study entitled Students
, Values and Politics conclude
by saying "we feel justified in concluding that the idea of a single per-
vasive youth culture, even if restricted to the case of students, is not
supported by our data" (Klineberg et al, 1979:276). But, significantly,
they admit that this rejection is based on the fact that "it is not easy
to determine whether or not a (culture) exists; it is never present to
the same extent or with the same qualities in all the members of a parti-
cular society" (Klineberg et al, 1979:276). An expectation of uniformity
or universally common attitudes and actions among university students
would clearly yield disappointing results because diverse circumstances
induce diverse reactions and modalities. Actually the term as used by
anthropologists does not mean or suggest lack of variation. There is a
general acknowledgement of the variation in diversity and intensity of
manifestations of student responses to their respective university envi-
ronments. Indeed, even in one country or one university great variability
in student attitudinal and behavioral response-configurations can be ob-
served. Such variability is a function of the type or purpose of the col-
lege or university, its particular history, the socio-economic and politi-
cal background of its student population, and the external societal forces
that impinge on it. Broadly stated then, students will respond as other
persons or groups in the general population in a variety of ways to
particular stimuli confronting them in their environment. The lack of
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uniformity in certain features of population cultures, worldwide, does
not invalidate the application of the concept "culture" as a description
of the specific human behavioral manifestations, of student populations.
LeVine views the college or university as constituting a social en-
vironment and in each such environment the individual responds to imme-
diate pressures (LeVine, 1966:110). This environment is given a more ex-
plicit configuration within which interactions among individuals and be-
tween individuals and structures occur, a formulation supported by
Coleman. In the university environment there are student subcultures
which have "many of the accountrements of a society..." such as a "host
of voluntary organizations and a highly developed stratification system"
(Coleman, 1966:245). Recognizing the variability in intensity of the stu-
dent cultural expressions, Coleman observes that at its strongest, the
student subculture is "nearly a society in itself" (Coleman, 1966:245).
The difference, according to Coleman between a fully-fledged student cul-
ture and that of a larger society is that the former is temporary in na-
ture. The phenomenon of the transiency of student cultures is disputed
by Scott who attaches a transcendental quality to such subcultures. He
presents the idea of a "specialized student culture" whose "proclivity
for politics" (Scott, 1970:212), as an example, is transmitted from one
generation of students to another. In this sense, the medium is the uni-
versity itself as an institution with an inherent quality of permanency
which enables it to transmit and to foster the continuity of student cul-
tures in their varied forms. The agents for the transmittal process are
upperclassmen who pass over this culture to the freshmen as older gener-
ations to younger generations in society.
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As noted earlier, peer groups in the university ecological system
seem to play a particularly important role, and it is suggested, perhaps
even greater than that played by the curriculum and faculty (LeVine, 1966:
117) in influencing student attitudes and behaviors. Newcomb in his study
of peer groups states:
... it is the student’s attitudes, rather than
his general skills or specific capacities or basic
personality characteristics, that are most likely to
be directly influenced by peer group membership
.
Groups have power over their new members because
two processes occur together as group members continue
to interact. Members become more favorable toward
each other, they come to adapt as their own certain
group-shared attitudes, or norms and to feel that
those norms are right and proper. Both of these con-
sequences
. . . involve in important ways the yielding
to others of power over oneself. But it is the second
. . . that is of primary interest as an outcome of
educational experience (Newcomb, 1966:11).
Coleman's analysis corroborates Newcomb's observation. In his view
of the student subcultures as having "many of the accountrements of a
society," Coleman notes that members of such subcultures "are turned in-
ward, looking to one another for their social rewards, and thus their as-
sociation is almost completely with one another" (Coleman, 1966:24-25).
This idea of a "closed system" is referred to elsewhere as being an act
of self-reliance (Altbach, 1970c:51) or an expression of autonomy (Lipset
1967a:24) or independence (Altbach 1970b: 12).
As independent and self-reliant systems, student subcultures generate
an array of symbols which distinguish them from adult society (Lipset,
1972:23). The specific elements of student subcultures vary widely but
some of the common characteristics identified in a variety of studies are:
sharp differences in values (Lipset, 1972:172); or lack of affinity with
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adult institutions (Lipset, 1967a:16); an anti-authoritarian political
culture (Lipset, 1967a: 17); and a renunciation of predominant adult
values and behaviors (President’s Commission, 1970:63; LeVine, 1966:110;
Altbach, 1970b : 13 ; Lipset, 1972:29,30). Altbach’s (1970b:13) reference
to ambivalence of Indian students to the traditional culture of their el-
ders may suggest similar feelings among students in other developing coun-
tries. In western countries, these university cultures have distinguished
themselves by a distinct style of dress (Clark and Trow, 1966:24; Presi-
dent s Commission, 1970:4), new forms of personal behavior (Lipset, 1972:
170) and peculiar modes of communication (Lipset, 1972:23) 9 and new vari-
eties of religious expression and various forms of "deviance" (Lipset,
1972:30). It is these expressive behaviors that symbolized the so-called
"generation gap" (Lipset, 1972:172; Mead, 1970).
The Clark and Trow (1966) study thus facilitates better clarity in
the conceptualization of student cultures. They suggest the following
four analytic categories that denote specific student subcultures which
derive from particular university institutional arrangements (pp . 20-26).
Briefly they are:
a
- The Collegiate Subculture
. This subculture is characterized by
the "world of football, fraternities and sororities, dates, cars, drink-
ing and campus fun" (Clarke and Trow 1966:20). This value system gener-
ates strong loyalties and attachments to the university; at the same time,
it displays a cavalier attitude towards serious academic study. Most of
the students in this subculture come from middle and upper-middle strata
which have the money and leisure to afford these "occupations".
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b
'
—
VocatlonaI Subculture
. This subculture is evident mostly in
urban colleges which attract the ambitious and upwardly mobile offspring
of working and lower social class families. They often lack the time and
money to engage in the avocations of the collegiate subculture members,
and their level of loyalty or attachment to the institution is relatively
low. Like their "collegiate culture" counterparts they have less interest
in the intellectual enterprise per se beyond the minimum required to pass
the course and the acquisition of the diploma.
c
- The Academic Subculture
. To a more or less degree, this subcul-
ture is present on every college campus. It is characterized by serious
academic effort and its members strongly identify with the scholarly dis-
position of the serious faculty members. Students in this subculture
exert themselves and vie for the highest grades and indulge in the world
of ideas and knowledge. Their value system places primacy on such symbols
as the library, the laboratory and the seminar.
d- The Nonconformist Subculture
. The fundamental difference between
members of this subculture and those of the academic culture according to
Clark and Trow (1966), is the lack of identification with the college on
the part of the nonconformists. They are variously described as "intel-
lectual", "radical," "alienated," and "bohemian." Students in this sub-
culture tend to be very much involved in ideas encountered both in the
classroom and current ideas in art, literature and politics in the larger
society. Their point of reference is not the official college culture
but off-campus currents of thought.
Therefore, in any one university institution can be observed one,
several and/or hybrids of the four subcultures. These subcultures have
40
their specific normative content, distinct internal dynamics, and com-
monly-shared peer group interests, attitudes and behaviors. These are
group adaptations to specific environmental stimuli. The typology of
analytic categories suggested by Clark and Trow (1966) thus facilitate a
more explicit understanding of the nature and characteristics of univer-
sity student subcultures.
2 ‘ The Origins of Student Culture
. The average age of college entrance
for youth in most countries is about seventeen although the median age
has been going up as older individuals return to universities. This is
certainly the case in the U.S. It is generally acknowledged that the
period immediately preceding and succeeding seventeen, is a period marked
by phenomenal physiological growth accompanied by profound psychological
adjustments. Adolescence is a transition period from childhood to adult-
hood (Bakke, 1967:59). Biologically, adolescence marks a period of the
entry into, and the completion of the maturation phase that confers adult-
hood with its legal implications. Sociologically, the adolescent who is
in a university is a child by virtue of the in loco parentis principle
and their dependency on familial or institutional financial support
(Lipset, 1967a : 15- 16) . Psychologically, at least among many students,
this biologically- and sociologically-derived condition causes much turbu-
lence. Consequently, there is generally a desire to assert one's identity
and independence from family and institutional control (Altbach, 1970c:
54).^ The uniqueness of the university ecological system, especially
the peer group, functions as a medium for the development and transmission
of student subcultures.
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Furthermore, because of the psychological state of adolescents there
is a universal tendency to be idealistic and romantic in orientation
(Clark and Trow, 1966:24; Lipset, 1972:29; Lipset, 1967a:16; Presi-
dent’s Commission, 1970:4). Max Weber (1946) observed in his essay ’’Pol-
itics as a Vocation" that the youth have a tendency to follow a "pure
ethic of absolute ends" in contradistinction to the "ethic of responsi-
bility practiced by adults. Youth perceive the incongruence between the
ideals and principles contained in social contracts of their societies
and the day-to-day realities of life (Keniston, 1968:309; President's
Commission, 1970: 62,63; Altbach, 1970b: 13). The rebelliousness which
often expresses itself in the normative content and expressive symbolism
of their subcultures is a reaction to what the youth perceive as an abdi-
cation of ideals by adults.
The S t ruetura 1
- I ns t itut iona 1 Impact on Students
. It has already been
noted that the university, as an institution, has an official culture
(Clark and Trow, 1966:23). This official culture is a structural constel-
lation of forces that impact on student's life styles (Coleman, 1966:
247). Student subcultures then emerge as a response to real stimuli that
emanate from the official culture--mediated by social class origins, ra-
cial and ethnic ties, religious identification and personality factors.
For example, Lipset observed that "protes t-proneness is related to how
the university treats students" (Lipset, 1972:97). Lack of protests is,
deductively, an indication of harmonious relations between the institu-
tion and the student population--especially the active part of the popula-
tion. A certain dialectic seems to operate when counterposing
,
on the
one hand, the hypothesis that the official culture or the university
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impacts on students (Lipset, 1972:97) to form specific subcultures; and
on the other hand, that the student society is a force in itself, acting
on other institutions in society including the university (Coleman, 1966:
244)
.
The educational environment provides the intellectual content that
further stimulates the bio-socio-psychological imperatives of adolescence
noted earlier. Ideas and knowledge of human possibilities inspire stu-
dents--who, physiologically, possess great reservoirs of energy and dreams
unspoiled by life's experiences--to action in an effort to rectify per-
ceived social discrepancies. Furthermore, within the university environ-
ment are conservative and liberal faculty who influence students to their
particular orientations. Such influences strengthen particular forms of
subcultures (Lipset and Altbach, 1967b:212; Israel, 1970:182; Lipset,
1970:44; President's Commission, 1970:81; Lipset, 1972:32-33,82, 200,
201; Lipset and Altbach, 1967b:203,209)
.
Attention will now be turned, briefly, to the effects of these sub-
cultures on their members, the university and society at large:
3. Effects of Student Culture on Members . Within student subcul-
tures, peer groups-- through personal associations facilitated by chance
12propinquinty (Newcomb, 1966:6) --and an assortment of voluntary organi-
zations play an important role in effecting changes on individual members.
According to LeVine, peer groups are particularly influential in the fol-
lowing six areas: (1) "attitudes toward academic performance; (2) in-
tellectual-aesthetic-scientific values; (3) attitudes toward sociability
and group participation; (4) social class values; (5) ethnocentrism
,
race prejudice, permissiveness concerning expression of strange or
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obnoxious ideas; and (6) political orientations, such as attitudes on
domestic and international issues" (LeVine, 1966:117-118). It has been
noted that student subcultures are highly communicable (Lipset, 1972:236;
Scott, 1970:212) and one of the immediate impacts on members is the dis-
tribution of their energies in the social status system within the parti-
cular subculture (Coleman, 1966: 248).
b> Effects of Student Culture on the University
. While the official
culture of the university is ascribed the primary responsibility in shap-
ing the student subculture (Clark and Trow, 1966:40-48), the latter in
13turn, acts as a force that shapes and modifies "the goals of college
administrators and of faculty" in much the same way as "public opinion"
of large student bodies often provides the conditions for the development
of autonomous student cultures that will resist university administration
efforts for complete control over student activities (Lipset, 1967a : 24) .
lZf
c. Effects of Student Culture on Society
. One of the effects that
student subcultures have on their members is the internalized "residual
effect which becomes part of the student's behavioral repertoire after
graduation. This "residual effect" is expressed in at least two ways
according to Coleman: (1) through what students have learned both intel-
lectually and culturally; and (2) "attachments to others, to abstract
beliefs or values to oneself" (Coleman, 1966:246). In the long term then,
it appears that this "residual effect," thus transmitted may influence
the wider social order as, for instance, in the case of the leftist elec-
toral tendency of young Japanese executives and Indian intellectuals who
were involved in radical student politics (Lipset, 1967a:35). In the case
of Latin America, Scott suggests the possibility of student activists
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joining national revolutionary movements as one option (Scott 1970:213).
A conservative effect is also a real option.
Factors Contributing to Student Activism
It is generally opined that activism among the young is far more com-
mon in the college or university environment than in the general youth
population outside academe. There must be certain conditions that exist
in the academic environment that account for this behavioral difference
among the youth situated in these two separate loci. The literature
abounds with factors that are presumed to contribute to student activism.
This section organizes these factors into three categories: namely, (1)
the personal, familial and socio-economic background of college or uni-
versity students; (2) college or university environmental factors; and
(3) factors external to academe that influence student behavior. These
classified factors have their own internal autonomy and often bound to
interact with one another to produce a host of predictable and sometimes
unpredictable outcomes.
I . The Personal, Familial and Socio-economic Composite . It was noted
earlier that college years coincide with the latter part of a significant
physiological transformation among the youth in general. This physiolo-
gical stage is said to be characterized by sheer "animal vigor, physical
competence" (Bakke, 1967:66) and "primitiveness" (Lipset, 1972:25) which
particularly explains the predisposition toward activism (Bakke 1967:65;
Scott, 1970:213). The university as an authoritative institution serves
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as an immediate symbol against which this student rebellion is expressed.
Adolescents generally possess idealistic and romantic notions-dri-
ven by the Weberian "pure ethic of absolute ends"-the awareness of which
is further sharpened by the concepts of equality, honesty and democracy
taught in universities especially in the social sciences and humanities
departments. They perceive themseleves as "natural agents of moderniza-
tion" (Davis, 1940) 15 seeking to establish just societies (President's
Commission, 1970:79; Klineberg et al, 1979:87) and general welfare (Scott
1970:213) through the adoption of a new humanism (Scott 1970:209) or con-
sciousness (President's Commission 1970:62). But the social reality that
they are confronted with, both inside and outside the academic environment
differs sharply from their idealism--a situation that fosters frustration
(Scott, 1970:213; Bakke, 1967:65) and leads to rebelliousness (Clark and
Trow, 1966:24). Thus a set of certain specific attitudes, values, princi-
ples and an ideology of commitment can be found among college adolescents
in a more pronounced way than among their counterparts outside academe.
The process of maturation at this stage of physiological development
expresses itself, psychologically, by a strong desire to self-actualize
(Bakke, 1967:65) or to achieve self-fulfillment. As individuals, adole-
scent college students have their own aspirations, needs, goals and ob-
jectives to attain. Some aspects of self-actualization can be realized
at the university level, while others are of long-term duration whose
realization depends on college preparation and experience. Awareness of
the failures of society and the imperfection of the social order may be
perceived as impinging on that desire for self-actualization which is part
of their idealistic psyche.
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There are three common general hypotheses that various researchers
have offered in an attempt to explain student activism or protest against
parents, the university and society at large. Under the general rubric
of "generational conflict" Klineberg et al (1979:6-10) give three cate-
gories of explanations. They are:
a
‘
generation Conflict and Social Change
. Generation conflict is
thought to be a product of rapid social change. This hypothesis suggests
that rapid scientific and technological advance, urbanization and modern-
ization in general; the dominant role that the print and electronic media
play have accelerated the transmission of ideas resulting in the formation
of new value systems accepted more readily by younger than by older gen-
erations (Lipset 1972:190; President's Commission, 1970 : 51-52 ;56 , 62
;
Birnbaum, 1969, Mead, 1970, Davis, 1940).
b- Generation Conflict and Psychoanalysis
. Studies which offer this
perspective were largely conducted in western societies. They explain
the student revolt, in Freudian terms, as an expression of the Oedipal
complex, that is, a deep hatred of the father image or role and an attempt
to rebel against it or to usurp it by assuming certain aspects of either
the role or the image (Feuer, 1968; Klineberg et al, 1979:7). Feuer sug-
gests that this Oedipus complex tends to be generalized and extended to
the older generation and its institutions, including the university.
c. The Concept of Power Conflict . This school of thought holds that
the generation conflict is a power conflict. The proposition is that each
society has a coercive mechanism by which the dominant group controls the
subordinate group and the older generation is viewed as the dominant group
and, therefore, possessing the power of decision making and control. This
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arrangment has Invevitably caused a reaction-generation conflict-by the
young who are denied these perquisites in social life. 16
Where these explanations are stated as general theories, their vali-
dity is weakened by the fact that (a) student activism is sporadic and
situational, (b) only a fraction of the student population gets involved
and (c) they cannot be readily extended to non-western societies as they
were all formulated under specific circumstances in western countries that
may not necessarily hold in non-western cultures. Moreover, other evi-
dence contradicts these formulations by indicating that those students
who are active are not in conflict with their parents but actually have
good relations and are simply implementing the beliefs and ideals they
have learned from their parents (Flack, 1969; Klineberg, et al 1979:4;
Keniston, 1968:309; Lipset and Altbach, 1967b:2l6; Lipset, 1972:80-81,
245) 17 which are generally consistent with national norms (President’s
Commission, 1970;63; Lipset, 1967a: 17). "Generational continuity"
(Lipset, 1972:81) contradicts generational conflict.
A significant number of studies have shorn the "generational con-
flict" hypothesis of its earlier popularity. In its stead, has emerged
the affluence-radicalism correlation hypothesis (for both the right and
the left) which suggests that student activists usually come from the mid-
dle and upper-middle social strata, for according to Lipset, these privi-
leged sons and daughters of the well-to-do possess a "psychic security"
that the less fortunate do not have (Lipset, 1972:113). This is held to
1
8
be the general case in the United States and the converse being true--
that is, students from lower middle and working class strata tend to be
upwa
19
rdly mobile, identifying with the goals of the upper classes and
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preoccupied with narrow careerism (Lipset, 1970:32; Lipset and Altbach,
1967b : 219) which implies avoidance of political activism. Some studies
on student activism in developing countries have supported the affluence-
radicalism correlation hypothesis. Emmerson states that "parental status
in developing countries is skewed toward the middle or the upper end in
comparison with distribution of status in the population" (Emmerson, 1968:
395) a conclusion corroborated by Suchlicki (1968) in the case of Cuba,
Scott (1970) for Latin America, and Israel (1970) in the case of China.
On the other hand, there is a sizeable number of studies on student acti-
vism in the developing countries which suggest that lower-class origin is
positively associated with active participation in campus activities.
Scheman's (1963) study of Brazilian and Goldrich’s (1961) study on
Panamanian law students, while revealing the upper class origins of such
students also show that those from lower classes were more politically
involved. Similar results were observed in the case of students at the
University of Ibadan, Nigeria, although these were not in the law faculty
(Hanna, 1964). Soares observed that, in India, it was "the student with
lower socio-economic background who is the most likely to be motivated
toward politics" although, he points out, "this is not consistent with
Argentinian data" (1970:131). In the case of Chile, Bonila observed that,
. important segments of student leadership come
from lower middle- and working-class families, from
the provinces and from among first-generation Chileans
(though only 3.2 percent of the population were for-
eign-born, 31 percent of the student leaders had at
least one foreign-born parent). In an extremely
class-conscious country all of these are groups with
a marked status disadvantage. They are groups bear-
ing the brunt of existing inequities, the ones with
the most to gain from social and political reforms
and the individuals most likely to be caught up in
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the competition for status (quoted in Lipset, 1967:
The general expansion in university enrollment in Latin America has,
according to Scott, increased the proportion of lower middle and upper
lower class youth, including those from rural areas, thus heightening the
tensions due to the lack of consensus on common national goals (Scott,
1970: 211). According to Lipset, students from such backgrounds
tend to be less sophisticated, less at ease in lan-
guages of academic discourse
. . . have more difficul-
ties settling down. Their pecuniary as well as cul-
tural poverty places them under great strain (Lipset
1967a: 29).
It appears clear, therefore, that the general affluence-radicalism
correlation hypothesis yields mixed and ambiguous results when applied
globally without regard to the history and specific content of the social
relations of the countries under study. Klaus Allenbeck (Quoted in
Lipset 's 1972 Rebellion in the University ) improves the formulation by
suggesting that the correlation is no causal relation but rather the re-
sult "of the relations of political and social stratification
. . .
"
(Lipset, 1972:81). The revised formulation advances the hypothesis that,
underlying the affluence-radicalism hypothesis is the dynamic of "genera-
tional continuity." In other words, by and large, children inherit the
political orientation of their parents. In the case of the United
States, it has been found that, for instance, left-oriented students
(especially those who play leadership roles) are often the scions "of the
relatively affluent liberal or leftwing parents--they have been reared in
progressive households to accept the ideology of equality, democracy,
20helping the poor, and the like" (Lipset, 1972:245). Surveys of student
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activists of the 1960s born in the 1940s, in the United States, indicate
that they were children of radicals of earlier generations (Upset, 1972:
183; Birnbaum and Childers, 1969).
In discovering some of the factors contributing to activism in China
during the turn of the century, Israel notes that, "in the politics and
literature of the students, as the nation at large, unsuccessful fathers
bequeathed a profounder radicalism to their sons" (Israel, 1970:199).
This observation is made in the context of the colonial experience of
China during this period. This radical outcome is predicted, although
the context is somewhat different, by Clark and Trow:
Students come to college with certain resources
material, moral intellectual, emotional and cultural.
These resources are largely determined by the life
experiences the students have had and these in turn
shaped by the statuses they and their parents have
held in the larger society. The prior societal loca-
tions and experiences also shape aspirations: the
kinds of life the students envision for themselves in
a rapidly changing society (1966:18).
Thus in many cases the family is the site, more precisely the par-
ents, for the transmission of "generational political continuity." In
the context of lack of opportunities to fully participate in all aspects
of social, political and economic life, the parents are likely to trans-
fer their sense of privation to their children.
Research findings are mixed and in some cases appear to be contra-
dictory. The specific mix of personal experience, personality factors,
parental influence and socio-economic status is difficult to determine
largely because, aside from the variation among individuals, these vari-
ables have to interact with other external variables that have dif-
ferential impacts on individuals and groups within specific historical
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circumstances
.
activism derive
Another important set of factors that influence student
from the university environment, an area of interest which
is examined in the following section.
11
' ISlluences Within the Academic Environment
. There exists within the
university environment a multiplicity of factors that, in general, tend
to make the university students behave in different ways compared to non-
university youth in the population at large. This is the case in both
developed and developing countries.
A
- The Critical Nature of Intellectual Inquiry
. Institutional
autonomy and academic freedom are two properties that are fundamental to
the nature of the universitas in most countries and are responsible for
its distinctive role. The insulation and the resultant relative protec-
tion provides academe with an environment wherein a "culture of critical
discourse" (Gouldner, 1979:1) thrives. Even where institutional autonomy
and academic freedom are strictly circumscribed the mere existence of
knowledge
--however restricted--embodies a dialetical dimension that is
critical of the existing body of knowledge or social reality. Leroy-
Beaulieu observed in the late 1900s that science and education, especially
under oppressive conditions as in nineteenth century Czarist Russia, have
a tendency to " . .
.
predispose to criticism, to free investigation,
hence to liberalism, to the spirit of innovation" (Leroy-Beaulieu
,
1894:
747). Thus in terms of the historical social evolution, the university
has been at the cutting edge of new ideas and as a result found itself in
conflict with social orthodoxy. Robert Waelder's observation perhaps cap-
tures most aptly the character of the university by describing the
52
conflict that has existed between the university and society over time.
To some degree
. . . in all societies in which intel-
lectuals have enjoyed the freedom of expression.
Since the days of Sophists, they have been in thehabit of questioning and challenging the values and
assumptions that were taken for granted in their soci-
eties.
. . . Intellect tends to question and thereby
to undermine dogma and tradition. The act of under-
standing, said the historian of science Charles
Coulston Gillespie, is an act of alienation.
. .
Alienation is an aspect of emancipation (Waelder
1962:15).
This general university environment with its specific intellectual
content seems to be one of the basic factors that explain student activism
especially in comparison with the non-university youth population.
Lipset s statement that "modern intellectualdom and radicalism are close-
ly related" (Lipset 1972:183) affirms Waelder' s observation and the con-
clusion of Murphy and Likert's crisp study that "to be bookish today is
to be radical" (Murphy and Likert 1938:107).
i • Attributions to "Western Education" and "Unintended Consequences"
.
Some writers have attributed the oppositional stance toward colonial
social orders by students and intellectuals in developing areas to
21
"western education" (Coleman, 1966:278; Altbach, 1970b:4; Altbach,
1970c : 51 ; ,56 ; Israel, 1970:178; Lipset, 1967a:17; Murphy, 1973). It
is maintained that inherent in "western education" are concepts and
ideals--e.g. freedom, equality, fraternity, liberalism, rationalism and
nationalism--which are acquired by Third World students and intellectuals
and invoked in their struggle for decolonization. Where there is recog-
nition that the goal of colonial education was not to inspire sedition
and rebellion the notion of "unintended consequences" has been applied.
In other words, some of the products of colonial education somehow
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developed a critical capacity or consciousness as a result of the con-
tradictory content of the education they received (Carnoy, 1974; Murphy,
1973; Nkomo, 1981). This conceptual construction, while partly valid,
is often not fully developed.
11
• It appears that a more comprehen-
sxve account (grounded in the Hegelian philosophy) of the above phenomenon
of "unintended consequences" is afforded by the concept of dialectics.
Having advanced the concept of dialectics from Hegel’s (1967) earlier
idealistic formulation, Engels in his Dialectics of Nature (1976) briefly
defined dialectics as "the unity of opposites
.
Materialistically what applies to natural states applies to human
knowledge which is an extension mediated or fostered by the intellect.
Marx went on to say:
In its rational form the dialetic is a scandal and
abomination to bourgeoisdom
. . . because it includes
in its comprehension an affirmative recognition of
the existing state of things, at the same time also,
the recognition of the negation of that state
,
of its
inevitable breaking up; because it regards every his-
torically developed social form as in fluid movement,
and therefore takes into account its transient nature
not less than its momentary existence: because it
lets nothing impose upon it and is in its essence
critical and revolutionary (quoted in Blackburn, 1969:
212-213 emphasis added).
Thus from this philosophical viewpoint, knowledge, a distinctly human
property as a dimension of the natural state, is inherently dialectical.
Any manifestations of the critical discourse so common within the
universitas appears to issue from this philosophical premise.
iii. Common Specific Issues . There is a host of very specific uni-
versity-related issues that play a vital role in student activism.
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a. Academic Standards and Requirements: Where there are restrictive
admissions policies and demanding syllabi such as in the natural sci-
ences, student activism tends to be low (Lipset 1967a: 21; Clark
and Trow, 1966:59; Lipset, 1970:35; Lipset and Altbach
,
1967b
:
237 )
.
On the other hand, where these are lax, the tendency is for a higher
level of student political activity. Another closely related factor
is the frequency and the level of examination difficulty (Altbach
1970c : 52 ; Altbach 1970c:64; Klineberg 1979:195; Lipset 1970:35).
Where this level is high, the tendency is for less student activism
23
and vise versa
.
b. Other Precipitating Factors are: fee increases (Altbach, 1970c:
64); poor boarding and lodging (Emmerson, 1968: 411; Lipset, 1967a:
27); inadequate facilities--e
.
g . libraries, laboratories etc.--
(Altbach
,
1970c : 59) ; poor relations between staff, faculty and stu-
dents (Lipset, 1967a : 26) ; unqualified and part-time faculty (Lipset,
241967a : 21 ) ; high student-faculty ratio (Lipset, 1967a:26); univer-
sity size (Lipset 1970:43; Lipset and Altbach, 1967b : 2 13 ) ; lack of
legitimate and proper communication channels (Lipset, 1970:45); and
curriculum relevancy (President's Commission, 1970:197-200; Mazrui,
1978: 203-208; Altbach, 1970b: 15). Available evidence suggests that
student integration or identification with the university depends
very much on the level of adequacy of these factors. High inadequacy
implies the presence of a strong potential for student activism.
B. Expansion and the Socio-Geographical Mix as Factors . For a vari-
ety of reasons university student populations have increased substan-
tially, especially in developing countries since World War II. Enrollment
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expansion has brought together, on single campuses, individuals from dif-
ferent socio-economic backgrounds, cultural and political experiences.
Such heterogeneity implies the rearrangement of the consensus that existed
under the previous social class homogeneity (Scott, 1970:211; Altbach,
1970b : 5 ; Lipset, 1967a:31). Due to the slowness of the adjustment pro-
cess (if any) conflicts tend to arise as a result. Language difficulties
(Altbach, 1970b : 6 ; Lipset, 1967a:28) and financial hardships are common
among the new entrants from lower social strata and outlying rural areas
(The role of the university's physical location vis-a-vis the urban or
rural areas has already been discussed). Although the precise contribu-
tion of this to the politicization of university students is uncertain,
it nevertheless offers a probable causal hypothesis. A proper testing of
the hypothesis would have to take into account the broader social and
specific historical context within which the university and students are
situated
.
C- The Social Dislocation Factor
. Another hypothesis that has been
suggested is that university "students as a stratum are disproportionately
drawn to such movements because a campus population inherently contains a
larger number of socially dislocated individuals, those who have shifted
from one social environment to another and are consequently predisposed
to finding new values and possibly committing themselves to activism"
(Lipset and Altbach, 1967b:22). This hypothesis would be strengthened if
related to the turbulent psychological character of the adolescents in
search of an independent identity from family and authority control.
D. The Peer Group Factor . It has been noted that the peer group
plays a pivotal role in influencing student behavior (LeVine, 1966:
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US, President's Commission, 1970-78- M
1967-59-60- T-
mb
’ 1966:3;
60, Lipset and Altbach, 1967b:237) Peer
•
' 8 rouPs within thearious student subcultures (i e coll eegiate, vocational, academic and
nonconformist) recruit and acculturate those students whose characteris-tics approximate those of the subculture ThUi . e most vocal and active are
nonconformist types who show leadership and tend to h
,
be above average inability (Klineberg et al 1070.4 T .g c i, 1979:4; Lipset, 1972:80 190- r-
a 1 . i ,
ou
» iyu
> Lipset andAltbach, 1967b: 219).
E- TheJKscipline or Facultv A - ...X
A
significant body of studies
-tongly suggest that the discipHne concentration has much to do with
political orientation and consequently the degree to which
student activism win be manifested. (Clazer, 1 ,68; Skr2ypek> 196,
Spencer, 19 67
; Bakke, 1967:68; Altbach, 1970.52; Hurphy and u-en^ 71-98; Emmerson, 1968:903; Mazrui, 1979:326; LipS et, 1972:82;’
Scott, 1970: 215; Finlay et al 1968- uni-y t, 1968, Williame
, 1968). On the whole,
areas such as the social science m unces, the humanities and intellectually-
oriented disciplines such as theoretical fields of science (Lipset 1972:
82) tend to produce a disproportionately large number of student acti-
vists. It is generally theorized that these fields offer general know-
ledge of a wide scope and liberalizing nature in which the continuing so-
cietal problems are confronted, thus increasing the students' awareness
and desire to take ameliorative action (Lipset and Altbach 1967b:222;
Bakke 1967:68). Some suggest that the propensity to engage in political
activities among students in these disciplines can he attributed to what
alleged to be the non-demanding nature of these disciplines (Scott
1970:216; Lipset 1967a:21). If that is the case, no explanation has been
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given for the "deviancy" o£ the theoretical fleHs Qf
On the other hand, skill-oriented, practical aP ic , applied or experimental
fields, apprenticeships and highly technical and professionalized disci-
plines such as engineering, medicine, business and law tend to produce
conservatively-inclined graduates (Klineberg et al, 1979:195; lipset and
Altbach, 1967b : 237 ,242 : Altbach 1970c:64; Clark and Trow, 1966:59;
Upset, 1970:35). 25 In addition, the fact that employment prospects or
career opportunities in these areas are greater than
a dampening effect on student activism or potential
1967a. 18). Lipset sums up this discipline-related
activism as follows:
in other fields has
alienation (Lipset,
factor on student
The more intellectual fields, the more dedicated tothe value of knowledge, art, basic research, asvalued goals in themselves--the liberal arts fields--tend to recruit or produce practitioners on both theEJtudent and faculty level who are sympathetic to anti-
establishment form or radical positions. Conversely
the more practical fields such as engineering, educa-lon, business, agriculture include on all levels the
more conservative (Lipset, 1972:200-1).
Other evidence suggests, however, that these different outcomes in
student political orientation are products of selective entrance into the
disciplines. That is, student political orientations held prior to uni-
versity entrance determine the areas of study the students will pursue.
Generally, students who have a liberal orientation will enroll in the so-
cial sciences and the humanities, while conservative students will enter
engineering, medicine and business fields (Lipset, 1972:82; Lipset, 1970:
33-34; Rosenberg, 1957:81-83; Selvin and Hagstrom, 1965:514; Select
Committee on Education, 1966:18; Lipset and Altbach, 1967b:222).
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It should be noted, however, that these findings of correlations be-
diseiplmes and political orientation are generalities. There are
country-by-country variations as well as exceptions within individual
countries. For instance, Klineberg et al (1979) in their study found
that, contrary to the generalizations, law students in Britain tend to be
on the left of the political spectrum (Klineberg et al, 1979:43). Lipset
observed that ’’law means a pre-professional discipline ... as it does
in the United States; in other places it denotes a broad social-science a
philosophical training. Consequently, the behavior of law students may
vary considerably from country to country" (Lipset, 1970:47). In Japan
only the sciences appear "to be significantly related to a leftist orien-
tation" (Klineberg et al, 1979:43). Medicine has a leftist orientation
in many Latin American countries and Europe, "but is traditionally quite
conservative in most of Northern Europe and the Anglophone world" (Lipset,
1970:47). Where economics is taught as a highly technical subject, the
graduates tend to be more conservative compared to those who have been
exposed to syllabi that emphasize the qualitative and historical institu-
tional analysis (Lipset, 1970:47). In other countries such as Austria,
Italy, Nigeria and Spain the discipline or faculty in which a student is
enrolled do not directly affect the students’ political orientation
(Klineberg et al 1979:43). While the broader generalizations remains,
true the exceptions noted here necessitate a closer observation of the
pattern in each country.
F. The Incongruity Factor . It is a common view that when students
enter university, whether for purely narrow vocational/professional objec-
tives or for the purpose of fulfilling an intellectual compulsion "to
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too*", the ultimate aim is (or will be) to secure a station in l i£e „hlch
well satisfy both basic physiological as well as higher needs in the
Maslovian sense (Maslow 1968,1970). There is a long-term desire to
self-actualize. 27 The two are organically related. If the long term is
thought to be unattainable then the mediate is affected along with the
psychic stability of the individual. A certain congruity or harmony must
exist between what is taught at the university and the prospects of earn-
ing a decent and meaningful existence in the world outside the university
(Bakke 1967:66). When that harmony exists, then chances of discontent on
this one issue will be reduced or become non-existent. However, if a per-
ception of "vocational prospectlessness" prevails as when general un-
ployment or speci fic- field (e.g. structural) unemployment reaches the
niversity student, then that becomes explosive material. Bruce McCully
(1940) noted that when there is incongruence between the university and
the needs of the economy then stresses develop, the symptoms of which
would be student disquiet. 28 Altbach states that "it is almost a truism
that the university is greatly dependent on its environment. ... The
student is also influenced by his future prospects for employment and
prestige in society” (Altbach, 1970c:63). 29 The observation is further
sharpened by Lipset when he points out that "the poor employment prospects
for university educated youth in many underdeveloped countries enlarge
the reservoir of late adolescent rebellion from which revolutionary poli-
tics can draw support" (Lipset, 1967:18).
Furthermore, if the students do not ascribe "legitimacy to author-
ity" (if there is a lack of congruence between student expectations and
government policy) then activism will be inevitable (Koplin, 1968:375).
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This is affirmed by Altbach' s observation that "students will not tend to
political activism when there are few external causes for discontent"
(1966:183)
.
G- Th^^Fa^. While the university is somewhat autonomous
in certain i.portant respects, it nevertheless has a close relationship
wxth the outside world. It is true that .any of the student protests that
occur on campuses are related to conditions that exist there (Lipset,
1967a: 15), but much of what happens on campus is affected by and is a
reflection of conditions in the adult society (Lipset 1967a:19) 30 as ap-
propriately described by Nagel's phrase "university in society, society
in university" (1969:210). Bakke suggests that it is plausible that the
students are influenced in their interpretations of their world and in
what they attempt to be and to do by the same problems faced by all citi-
zens in the nation and that student activism is at least in part one as-
pect of the response of all citizens to those commonly shared problems"
(Bakke, 1967:66). In the developing world, while student behavior is "a
function of certain elements peculiar to the situation of the university
student" it is "to some degree identical with or derivative from the
characteristics of adult intellectuals" (Lipset, 1967a: 16). A similar
relationship obtains in the United States with, according to Lipset and
Altbach
,
the possible exception of the "New Left" (1967b:225) Sometimes
student organizations influence national life (Coleman, 1966:244) 31 as,
for instance, the case of the Student Nonviolent Coordinating Committee
(SNCC) in the 1960s which "developed from the struggles of the southern
students and became one of the most militant forces in the civil rights
movement" (Lipset and Altbach, 1967b:229). A new era of civil rights
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legislation was inaugurated as a result of this movement. Subsequent
student movements such as the Rpi-IjoIq, „Berkeley Free Speech Movement and the Stu-
dents for a Democratic Societv (Qne'\y (.SDS) were inspired by SNCC's earlier ex-per™. Israel (1970) "Reflections „„ the Modern Chinese Student
Movement" reveals the intimate relationships between student activism and
the political experiences of China at the beginning of the 20th century.
H-
. Other analyses have sought to present
student activism in terms of a power struggle between university authori-
ties and students. The struggle is said to be over the appropriation of
knowledge by university administrators and faculty. Knowledge is con-
ceived as "cultural capital". 33 By exercising virtual monopoly over know-
ledge and therefore, the credentialing process, administrators and faculty
control the gates to elite positions in society through, among other
things, grades. Student activists have viewed grades as an "instrument
of coercion which prevents the free interchange of ideas and opinions be-
tween faculty and students" (Upset, 1972:226). Hence, one of the recur-
rent demands in the 1960s, especially in the United States, was student
participation in teaching as well as in management (Klineberg et al, 1979:
15). 34
This perspective derives in great part from the writings of C. Wright
Mills (1963 ; 256-59) and Herbert Marcuse (1964) who viewed workers in the
developed world as conservative and, therefore, could not be counted in
the calculus of social change. They regarded students and intellectuals
as constituting a potential revolutionary force that has the capacity to
initiate societal change.
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Sene writers have portrayed the student movement or activism as im-
mature, driven by the crisis of identity and the sense of alienation of
adolescence. That the ego-assertion and tension-relief activities are
symptoms of the physio-psychological state attending adolescents in their
search for independence (Shils, 1961:20; Erikson, 1965). Emmerson points
out that while these explanations have "intuitive appeal" they have "rela-
tively little empirical validation” (Emmerson, 1968: 397).
This section has suggested some of the existential realities or pre-
dicaments which constitute the objective and empirical circumstances to
which the students are reacting. Altbach has suggested that "the situ-
ation of the university is
. .
. crucial in any examination of the uni-
versity” (Altbach, 1970b: 15). Thus, student activism should not be seen
as indiscipline (DiBona, 1967:372, 393) or pathological (Shils, 1961:20)
but rather as eminently rational given the empirical circumstances in-
herent in the university environment itself.
111 • Societal Influences
. It has been suggested that the university en-
vironment, its peculiarities notwithstanding, is a microscopic replica of
the larger social environment. First, the students enter the university
with attitudes and values they have acquired through their experiences
outside the university (Clark and Trow, 1966:18; Lipset, 1972:100, 256;
Newcomb, 1966:2; Wilson, 1966:71). Second, to a more or less substantial
degree--depending on the nature of the university--the realities of the
outside environment continue to permeate academic life. Thus, there tends
to be a certain mutual affectivity or reinforcement between the greater
social, and campus situations (Lipset, 1972:37; Scott, 1970: 13).
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Following are some of the specific extetna! factors that may affect u„i-
versity student activism.
A-
* The literatare lndica tes that a„y coun-
try rn which there is a profound disparity in the level of participation
" ^ POUtiCal Pr° CeSS Varlous ethnic, racial, socio-cultural
,
economic and religious groups, there is a great likelihood of conflict
occuring. Because of the intellectual or academic nature of the univer-
sity, students who are politically conscious and aware of the disenfran-
chisement of the groups they belong to become involved and seek to effect
change through value-or society-oriented36y c a student organizations (Altbach
1970c : 65) . The involvement of students in decolonization movements has
already been mentioned. The Klineberg et al (1979:202) study yields high
percentages among the students surveyed, indicating political discontent
as the reason for activism (France 77%, Britain 79%, Italy 94%, Japan 99%,
and the USA 99%). The President'^ Commission on Campus Unrest stated that
the status of blacks and minorities in the general population was the pri-
mary issue among students in the 1960s (pp . 55-57). It should also be
noted that students who did not come from politically-disenfranchised
groups were involved in the civil rights campaign because of their concern
for social justice-a result of their idealism and the critical discourse
inherent in the intellectual nature of the university environment.
Minority-majority social status is a factor closely related to stu-
dent activism and is integral to the factors cited in the preceding para-
graph. For example, Lipset points out that "in Germany and Austria...
students from minority groups (Jews and Slavs) and from the lower-middle
class spearheaded the Revolution of 1848. Students from minority ethnic
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backgrounds were also active in the pre-revolutionary Russian student
movement as well" (Lipset 1970:34).
b
' gnnjre Prospects and Self Actualization
. There is a common ex-
pectation among students that after university graduation there will be
employment opportunities in the adult world. So in the selection of the
area of academic concentration students seek to fulfill their interest
and need potential as well as maximize their employment prospects. If
such prospects are thought to be minimal or non-existent as would be in-
dicated by the unemployment or underemployment of former graduates, this
situation would filter back to the university precipitating protests of
varying magnitudes, especially if there is a perception that a lack of
coordination between the economy and the education system, 37 or that dis-
criminatory criteria are responsible. The prospect of not self-actualiz-
ing in the future because of arrangements within the social order has a
dramatic effect on student activism.
c
- Tension Between University and Society
. Historically, there has
been tension between the university and society in general. In both the
developed and developing societies the university has been viewed as the
locus of creativity, innovation and experimentation--often challenging
38the status quo. The maintenance of tradition and social order are basic
societal values which tend to put the two against one another. Govern-
ments sometimes
,
depending on the value they place on academic freedom
(which, in turn, reflects on the nature of their political philosophy),
may intrude on the university's sovereignty by law, regulation or fiat.
When harmony does not exist between society or government and academe,
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student activism is likely to manifest itself.
'' Other factors external to the university that
affect student behavior are: economic crises, cultural trends, religious
strife, and international events (Altbach 1970c:62). Students often react
to these phenomena, in varying degreesY 8 a § > depending on their magnitude and
correspondence with student needs or interests.
Summary
in-
The preceding section has presented a wide array of factors that
fluence student activism or political behavior. Particular student reac-
tions or behaviors may be associated with their personal, familial and
socio-economic backgrounds. Other reactions may be rooted in the speci-
fic prevailing conditions on the university campus itself; or derivation
from the larger societal context. It would be grossly simplistic to main-
tain that factors from one specific category, singularly contribute to
student activism.
It appears that, in reality, there is a dynamic--indeed a dialetic—
mterplay between and among the causative categories that, to a large ex-
tent, explain student activism as graphically demonstrated by Table I.
For example, the physiological and psychological factors in column I of
the diagram interact symbiotically with the distinctive character of the
university characterized by institutional autonomy and academic freedom
wherein innovation and creativity flourish thus conjoining with adolescent
idealism. This would interact with forces in society such as intellectu-
als, political parties or movements (Soares, 1967: 139) and other national
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advocate social, economic and political development in
Column III. This se 8ment of the larger society Is part of the social
order progressive or constructionist force-of which the individual, the
family, and their socio-economic condition and political disposition are
affected parts.** (The converse of this is equaUy true . ^ ^ a __
servative orientation has a similar chain cycle).
The cycle of chain influences is continuously in operation. Another
example is that of the drive for self-actualization at the personal,
familial and social level, through the university phase to the societal
level. At this level, self-actualized parents transmit to their children
the value system of the social order of which they are integral parts.
Other institutions such as the school, the church and the like, also re-
lay back to the individual child the modes of self-actualization of the
social order. There are within or intra-category relationships between
the factors as well as cross-category relationships. The same is true of
the inhibiting factors" as a category which in turn interact with the
contributory factors.
Inhibiting Factors
Coexisting with causative influences are factors that inhibit student
activism. The latter, to a significant degree, explain why not all stu-
dents become actively involved in campus politics. The following are some
of the reasons:
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A. Parental Influence
. It has been noted that the family unit plays a
critical role in the socialization of the child. Thus, "family perspec-
tives often influence students' orientation" (Upset, 1951a:32) as there
is a high correlation between the political orientation of parents and
their children. By and large, children from conservative fami-
even across social class boundaries-tend to be less involved in
campus politics compared to those from liberal to radical family back-
grounds
.
B
‘ ^-SCipline Orientation: Students enrolled in the natural sciences,
technical and professional academic programs tend to be less involved than
students in the arts and social science subjects. The former are thought
to be more demanding and require greater concentration of study than the
latter, and therefore do not offer the opportunity for extra-curricular
activities
.
‘ Academic Standards
. The greater demand for high minimum requirements
to remain in good academic standing is, the less are the chances for in-
volvement in non-academic affairs. Often such requirements are related
to future employment possibilities.
Future Career Opportunities
. Students with a strong career orienta-
tion in the technical and professional fields and who view their skills
as a means toward social mobility and lucrative incomes tend to avoid in-
volvement in campus politics for fear of jeopardizing their future career
prospects (Altbach, 1970b:6). Employment during the school term also has
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an inhibitive effect on student activism.
E
- ^-icte^o^ Small colleges, with numerically re-
student populations that have an intimate relationship with
faculty and staff, ate proportionately elitist, are well-endowed finan-
cially to afford all of the essential resources and are in har.ony with
the larger society, tend to have less student activis. than their oppo-
sites (Emerson,
,968:401; Clark and Trow, 1966). Upset provides a tore
comprehensive expression of this point:
In general it may be said that where the society the
university, and the student are committed to the’ ful-lest development of research and teaching in an at-
mosphere of academic freedom, and where adequate re-
sources are available in the form of faculty, libra-
ries laboratories, and financial support, students
are less likely to engage in political activities and
more likely to allow themselves to be assimilated intothe corporate life of the university as an institutiondevoted to the interpretation of what is inherited
the discovery of new truths, and the training of stu-dents to do both of these and to prepare themselves
for careers based on these activities (1967a:32).
F. Re ligion
. It has been observed that students who are more reli-
giously inclined tend to be less involved in student activism (Lipset,
1972:156; Emmerson, 1968:393). Klineberg et al note that "a rightist
political outlook is usually associated with a religious belief and", in
concert with item 1 above, "the adoption of one's family's political
views" (1979:43). The opposite has been found to be true with student
•
. 40
activists in general.
G. Gender
. Emmerson extrapolates--f rom what he refers to as "consistent
findings of contemporary political science" that women are less political
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than men— that female students are political! v l • ^ly less informed, less in-
terested and less active” (Emmerson, 1968:392). 41
H. It has been suggested that intramural sports were
introduced as a way of diverting student attention from campus political
affairs. Intramural sports have developed substantially in recent decades
along with extramural or intercollegiate sports which have become a big
industry. In their study, Clark and Trow (1966), confirm and elucidate
this view by stating that "intramural sports drain off some of the high
spirits and physical aggressiveness of students. Intercollegiate sports
do that and more: they encourage strong feelings of local patriotism, of
identification with the institution and against 'the enemy’, and thus
focus aggressive feelings outward away from the college and its staff, at
the same time that they confine it within the rules of the game" (1966:
45)
.
Types of Student Organizations
Student activism which is a consequence of factors identified earli-
er expresses itself through basically two organizational forms. They are:
1. Formal organizations which usually are officially sanctioned by the
university administration. They generally operate within the given guide-
lines of the university and tend to exist where the legitimacy of the
university or political authorities is not questioned; the educational
system, particularly at the university level, is elitist such that the
student body is assured of future leadership of the various sectors of
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society and, consequently, variance in expectations •is practically non-
existent.
2- Informal student organizations on the other hand possess qualities that
ace opposite to those cited above for the formal organizations.
Informa! organizations usually derive from formal ones and, based on a
multiplicity of factors may co-exist on equal terms with formal organiza-
tions or replace the latter, even though they may not have the official
sanction of the authorities. The influence they wield and the sheer num-
bers they may command would compel university administrations to reckon
with them.
Furthermore, student organizations can have two possible orienta-
tions. They can be norm-oriented or "etudialist," that is, their objec-
tive is to correct a specific university-related grievance or seek to
achieve a university-based goal. Or, they can be value(society)-oriented,
that is, "they are concerned with broader ideological issues and when in-
volved with concrete actions this activity is usually linked directly to
a broader concern" (Altbach 1966:183). Often a norm-oriented student
organization will turn into a value-oriented organization. In fact, the
two have an organic relationship that may appear unconnected at the epi-
phenomenal level but essentially inseparable. Thus observe Altbach and
Lipset
,
student political activity has almost never developed as a purely
campus phenomenon, isolated from trends in the larger society" (1966:334).
Profile of Student Activists
Several studies of student activism dispel the common impression
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deriving fro, the seemingly pervasive causative socio-environmental and
psycho-physiological factors outlined above (Soares, 1967; Emerson,
1968:391; Lipset and Altbach, 1967b : 205 , 233 , 239
; Bereday, 1967:118;
Scott, 1970:205, 212, 214)~that the bulk of the student population is in-
volved in campus or national poltical activity. Campus activists, in
general, according to these studies tend to be a minority—but a vocal,
ideological group committed to radical change (Soares, 1967: 127;
Klineberg et al, 1979:248; President's Commission 1970:84; Lipset and
Altbach, 1967b : 205, 239)
,
comprising the academically able students
(Lipset, 1972:170) with a liberal to radical outlook. Soares in his study
entitled "The Active Minority" noted that "a radical orientation seems to
be connected with an integrated role image in the sense that the student
role is not separated from the citizen. Student life is seen as part of
national political life" ( 1967 : 125 ). Some have pointed out that this
small minority has the passive support of the non-active student majority.
This support becomes activated when pressing issues impinge directly on
student interests, needs, or their basic beliefs are affected (Lipset and
Altbach, 1967b : 237
,
239; Scott, 1970:212, 214).
Campus activism is, however, not the exclusive property of leftwing
students. Altbach has observed that "although it would seem that leftism
is a more pervasive influence, strong conservative student organizations
/ Q
exist in many nations" (Altbach, 1970c:70). As far as the United States
undergraduate population is concerned, the 8 million in the 1960s "not
only included a radical minority, they contained millions of conserva-
44
tives" (Lipset 1972:79). S ince World War II, although enjoying greater
numbers and "despite their impressive financial and organizational
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baCki"8" C°nSerVatlVe
States "have not teen notably
successful in bullding a movement wMch has ^ ^
membership
,
nor have they made any real impact on the campus" (Upset and
AUbaeh, 196 7b;207 ). Two reasons appear tQ be largely ^
this low level of activism in recent years among conservative student
groups. First, there is the tendency of members of these groups to, ac-
cording to Soares,
"compartmentalize" their role. That is, they tend to
see themselves as full time students preparing for a career (Soares,
196 7 : 125) and avoid linking campus life with national life. This con-
trasts with the "integrated role image" of the leftist student. Secondly,
conservative students are inclined to be anti-intellectual in orientation’
or simply take the status quo as the "natural order of things".
Student^ Activism
: A Brief Historical Background
Contrary to popular impression, student activism is not a recent
Phenomenon. In the United States, for instance, its roots stretch as far
back as 1790, when turmoil at Harvard University erupted against the ex-
amination system and the conflict persisted for seven years. More serious
"rebellions" are recorded for the years 1807 and 1830. Other universities
became involved in campus conflicts during the same period (Lipset 1972:
128; Hall, 1904). Issues around which student activism was organized,
over a period of one hundred years, varied widely. For example: opposi-
tion to the imposition of "a traditional uncritical religious outlook",
went hand-in-hand with "intellectual challenges to orthodox Protestantism"
(Lipset 1972:130). Other issues were discipline, curriculum content,
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administrative power, due process, student self-government, and bad food.
Many students were expelled for participation in confrontational activi-
ties, including young Emerson and many others from the then-leading fami-
lies who were suspended immediately after the 1818 food riots at Harvard
(Upset, 1972: 128)
. Since this early period student activism became a
fixture, sporadic to be sure, of the American university as evidenced by
the great upsurge of progressivism and radicalism shortly before World
War I; and through the 1920s, 1930s, and 1950s and 1960s.
In Europe the first recorded student activism was in 1848 when stu-
dents became a key force in the revolution of that year in Germany and
Austria (Lipset, 1970:29; Altbach, 1970b : 3) . It was the students who in-
spired the so-called Professors’ Parliament which became a serious threat
to the dominant monarchies (Lipset 1970:29). In Eastern Europe students
are said to have been the "carriers of modern ideas of liberty, socialism,
industrialization and equality of opportunity" (Lipset, 1970:29). Thus
1848 inaugurated a series of decades during which students were conspi-
cuously involved not only in campus politics but in national affairs as
well
.
During the late nineteenth and early twentieth centuries, Russian
students played a critical role in the various revolutionary movements
that finally brought czarist rule to an end in 1917 (Lipset, 1967:viii).
In 1901 a faculty commission report of the University of Moscow documented
the causes and nature of all student protests since 1850. Referring to
student activism the report noted that,
since 1887 they had become almost annual. . . . This upward
trend of student disorder was confirmed by statistics of
expulsions from the university, which had doubled in the
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SIX years from 1894 to 1899, as compared to the precedingevee years. During the later perrod, a total "of f2?!students were expelled from the University of Moscow(quoted in Lipset 1967a: 11). n
In the early twentieth century Chinese students played a crucial role
along with other social forces, in the demise of the Manchu dynasty
(Israel, 1970
; Upset, 1967:viii). They continued to play a vital role
up to the 1949 victory by Mao's forces through the "cultural revolution"
of the 1960s.
Students in developing countries have increasingly played an impor-
tant role in campus as well as national affairs. In several instances
students have been instrumental in the toppling of governments as noted
earlier (Emmerson, 1968:390; Lipset, 1970:31; Altbach, 1970b:l-3). Cau
tion needs to be sounded, however, for although students have clearly con
tributed to significant political change historically, "the list of
governments" according to Emmerson, "that have successfully resisted stu-
dent opposition in the same period is far longer, ranging from the con-
stitutional democracy of Venezuela and the monarchies of Morocco and Iran
to military regimes of the right and left in Algeria, Burma, South Viet-
nam, Argentina, Brazil and the Dominican Republic" (1968 : 390)
.
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Implications and Relevance of the Literature
An extensive body of literature on student culture and activism has
been reviewed in this chapter. Personal, familial, socio-economic, in-
stitutional and societal impacts on student culture and activism have
been noted. Similarities in factors contributing to specific student
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cultures and specific behaviors exist Yet th. e differences are signifi-
8 as to have thwarted, up to this point, the development of a
universally valid theory o f studenf aelMs, Hypocheses that_ v.Ud
111 °“ C0Untry “ere f0“d be contradictory i„ another
. (Methodologi .
cal problems may be partly responsible for this). While, by and large
,
the causes of student activism may be the same the •y Ln , impact of student
activism on various levels of anthnvif ,t authorities (university or national) is
widely varied.
It would be extremely difficult to make a definitive prediction on
the significance and long-term implications for educational reform, social
and political change initiated by student activism in any country without
a specific investigation of the contextual dynamics-especially the align-
ment and the relative advantages possessed by the different social forces.
Consequently, due to the frequency and intensity in recent years of stu-
dent protests in South Africa, the short- and long-term impacts, if any,
deserve close scrutiny. The literature has provided a comprehensive
framework within which to conduct an examination of the specific dynamics
that operate in black South African universities.
Much of the literature cited is relevant to the study of Bantu Edu-
cation and its consequences at the university level. The categories of
relevance that are derived from the literature and will guide this study
are
The government educational policies and their impact on the
black university environment, student culture and activism.
The institutional or official culture of the black universities
in South Africa and its effect on student culture and activism.
77
3 .
4 .
5 .
6 .
The interaction between the larger social environment and the
universities
.
The effect of the
socio-economic and
students’ experiential background (familial,
personality) on their attitudes and behaviors
at the universities.
The effect of international events on student
vism at the universities.
The influences of the academic environment on
culture and acti-
student graduates.
"'These categories were chosen on the basis of their potential to explicate
student attitudes and behaviors within the context of the highly regulated
South African racially-segregated education system. A careful evaluation
of other categories does not yield as high a potential.
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exists. On the other hand, there is a desire to maintain
neutrality at the university - the view that students should
use their energy for study and not attempt social or politi-
cal action which could only harm their development. In this
view, the role of the university in the society is not to
innovate, and even less to forment revolution; on the con-
trary, it should be the privileged conveyor, transmitting
the system as it is.
Klineberg, et al (1979) use the term "transformationist" instead of
"radicalism." It is defined thusly:
The transformationist ideology regroups a set of attitudes
and opinions which, contrary to the conservative ideology,
reflect a desire for change - more or less radical. ... We
find there all the great themes expressed by the "socialist"
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Other references on the new cultural expressions adopted by youth ingeneral and students in particular in western society are: CesarGrana Modernity ajjd Its Discontent 1964; S.N. Eisenstadt, "ChangingPatterns of Youth Protest in Different Stages of Development ofodern Societies” (1969); Donald Wallace M. "Nihilism," Encyclo-
ESSdia grittagica 11th ed. (1910-1911); Lewis Feuer The Confli^fGenerations (1969). —
On the difference between intellectual and academic see footnote #26below.
11. Some of the same factors that are operative in the West have beenfound in non-western societies. See Lewis Feuer "A Talk with the
Zengakuren" (1961).
12. Also see Margaret Mead (1948, 1970) who in her work has stressed the
pivotal role played by peer groups in the socialization process.
13. The model of student power" in some Latin American universities has
become institutional since the adoption of the Cordoba Mainfesto in
1918. The manifesto guaranteed a constitutional right to participa-
tion in decision making for university students. See Scott (1970),
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premises or paradigms are fundamentally different.
Emmerson observes in this regard: "The student who adopts a givenpolrtrcai position solely or even largely because it is contrary tois father s views seems to be a rare creature" (1968:396).
Klineberg et al point out that exceptions are to be found in other
western countries such as France, Austria, and Italy, "where thereis a long socialist and communist tradition with a strong working
class base, leftist students often come from less privileged back-grounds (Klineberg et al 1979:4).
19.
Similar to the notion false consciousness
20. Also see Lipset 1972:83; Lipset and Altbach 1967b : 217-218
• Presi-dent's Commission 1970:52-53, 71-73.
21. The notion of "western education" has the unfortunate quality of de-
lineating and appropriating knowledge in ways that may sound chau-
venistic. Knowledge is a human product, a result of protracted his-
torical intellectual effort. It cannot be contoured along national
or regional lines. Embodied in the present state of human knowledge
are vital contributions that predate Greece and Rome and originate
in other continents.
22.
Engels elaborates on dialectics as follows:
"It is, therefore, from the history of nature and human society
that the laws of dialectics are abstracted. For they are noth-
ing but the most general laws of these two aspects of historical
development, as well as of thought itself. And indeed they can
be reduced in the main to three:
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ns rumen^ op coercion. See
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Lipset attributes the lack of evidence of student political activitvin communist countries to the high degree of student enrolment Z
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Glaucio Soares differentiates the behavior of the students who seehemselves as intellectuals with those who see themselves as scien-tists or professionals. The self-images of the two types are highly
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0rientation
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nf rUCtf d ^ Jencks and Riesman which distinguishes betweenellectuals and academics. Clark and Trow summarize Jencks andKiesman s usage of the two terms as follows: "The academic
refers to the pursuit of knowledge within some scholarly or profes-
sional discipline by experts and specialists (or their apprentices)
whereas intellectual inquiry is the pursuit of wisdom - answers toperennial problems of living - through the play of intelligence
rather than through specialized learning" (1966:23). Clark's andTrow s distinction between academic and noncomformist subcultures
corresponds with this formulation. Alvin Gouldner's (1979) differ-
entiation of the intelligentsia and the intellectual social strata
in the adult world falls within the same framework.
27. Maslow defines self-actualization as "man's desire for self-fulfill-
ment, namely, to the tendency for him to become actualized in what
he is potentially. The tendency might be phrased as the desire to
become more and more what one idiosyncratically is, to become every-
thing that one is capable of becoming" (1970:46).
28. The profound psychological effect of the lack of access to employ-
ment opportunities and meaningful integration into the adult society
is highlighted by Jose Enrique Miguens ' study of Latin American stu-
dents similarly positioned who are said to have,
"a deep impression that they are not needed by their societies,
that not only are they employed in marginal occupations with
minimal, economic rewards but they are not accorded gratitude
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1S P rosPect partly explains the "passivity" of scienceor vocationally-oriented students. Mazrui in his Pni;L i f.C *and the Educated Class in Africa f 1070 i c Political Values
redundancv" that ~ (1979) refers to the "occupationaly exists among those who have a "literarv education"whtch creates "disgruntled secondary school dropouts con-trast, vocational trainees are more likely to want to get into theirjobs soon and start earning money" (p. 326).
Lipset elaborates:
In large measure, student political behavior is anticipatory ofadult political behavior, particularly in developing countries'
ere even student demands for better universities, teachersand research facilities are part of the struggle for national
evelopment
. Consequently, student behavior will often reflectJie stat^ of adult politics even in a more extreme reformistfashion (p. 19 emphasis added).
31. Coleman views "the student society as a force in itself, acting upon
e college, the formal institutions in society" (1966‘245) Thisidea is corroborated by Scott when he points out that "the idea that
a universitario has a responsibility to provide leadership as an
agent of change is not novel, for throughout the world students havefelt an urge to reform their society" (1970:219).
32. For more on the Chinese student movement see Scalapino's "Prelude to
Marxism: The Chinese Student Movement in Japan, 1900-1910" (1967)
-
and Emmerson, 1968:398.
33. On the concept of knowledge as "cultural capital" see Basil
Bernstein, Class
,
Codes and Control
,
Vol. 1, Theoretical Studies To-
wards a Sociology of Language (London, 1971), Vol. 2, Applied Stu-
dies Towards a Sociology of Language (London, 1973) Vol. 3, Towards
a Theory of Educational Transmission (London, 1975); A synoptic
presentation of this formulation can be found in B. Bernstein "So-
cial Class, Language and Socialization" in J. Karabel and A.H. Halsey
(eds.) Power and Ideology in Education (New York: Oxford University
Press 1977) 473-486; and Alvin W. Gouldner (1979). Thesis 7, (pp.
43-47).
34. However, because South Africa is a racially-determined caste society
the "power conflict factor" expresses itself at the school and uni-
versity level most emphatically in racial terms. That is, black stu-
dents at the ethnic universities have made an issue out of the ab-
solute white dominance of these institutions.
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f the proposition that "the university is a reflection of so-cie y a ar8 e is true, then it should be expected that some female
university students would emulate the role of female activists inthe larger society. This has yet to be documented. In the currentperiod as women enter the ranks of academe in greater numbers and
c lallenge exclusivist patriarchal hegemony in the new movement for
equal rights, Emmerson’s findings will be rendered more invalid.
Also see Gouldner (1979:2). Recent data on U.S. presidential elec-
tions (Nov. 1979) indicate that women were increasingly involved in
the political process and disproportionately voted for the Democra-
tic Party. This has been the case in the mid-term elections of
November 1982.
42. Soares quotes from Rudolfo Guioldi to illustrate this integration.
"Today more than ever the problems of the university are inseparable
from the problems of society as a whole, and it is clear that it
would be utopian to conceive of a progressive university within a
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CHAPTER III
DEVELOPMENT OF OFFICIAL CULTURE IN AFRICAN ETHNIC UNIVERSITIES
As indicated earlier, dejure racial segregation at the university
level was introduced in 1959 with the passage of the Extension of the Uni-
versity Education and the University College of Fort Hare Transfer Acts.
Prror to 1959 Africans, Indians and "Coloureds" who desired and qualified
for post-secondary education were enrolled at the University College of
Fort Hare. Through the Transfer Act of the same year this institution
became an exclusive ethnic university college serving only Xhosa-speaking
Africans. Post-secondary education for Blacks was also available at
open universities comprising the Universities of Cape Town,
Witwatersrand and Natal-all English-medium universities. The openness
of the English-medium universities is qualified (as indicated by the
quotation marks) because although they admitted blacks, they practiced
segregation in all extra-curricular activities except tuition. In the
case of the University of Natal even tuition (means instruction in the
South African context) was separate. The Afrikaans-medium universities
did not admit any blacks (until 1978). The racial policies and practices
of the English-medium universities were essentially a reflection of the
liberal
,
laissez-faire racial segregation that characterized the vari-
ous administrations especially during the 1910-1948 period.
This chapter will, first, present the "social whole" theoretical
framework which suggests a strong linkage between the State, the ideolo-
gical apparatuses and the specific role of education to illustrate the
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organic relationships in the Althnserian sense. This construction sets
the stage for an understanding and appreciation of the dynamic forces that
have been operating within these entities since i960. Secondly, it will
trace the advent of the separate university colleges for Africans. And,
thirdly, it will, furthermore, examine the views and conceptions of the
architects of apartheid higher education, and the various legislations
that finally resulted in the establishment of the ethnic university col-
leges. Clark and Trow (1966) have stressed the primacy of the historical
derivation in any effective appraisal of the official or institutional
ethos of universities or colleges. Hence this background. Of particular
interest will be the character of the new Nationalist Party regime and
its systematic effort to effect congruence between its system of ideas
and the ethnic university colleges as its ideological apparatuses. Thus
the historical background and the character of the new State within a
specific socio-economic order set the requisite backdrop from which the
institutional ethos or the official culture of the new university colleges
is derived.
The State and The Educational Institution: A Theoretical Framework
Education in general and the specific institutional cultures mani-
fest in any university system cannot be fully comprehended without an un-
derstanding of the nature of the economic structure of the country, the
concrete historical period, and more importantly in our case, the ideo-
logical forms that rationalize the social relations.
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Althusser, in his essay "Ideology and the State" posits the classi-
cal concept of the "social whole" constituted by "levels" or "instances"
articulated by a specific determination: namely, the xnfrastructure or
economic base and the superstruct^ with its two levels: the politico-
legal (law and the State) and ideology (religious, ethical, legal, poli-
tical etc.). Formally, the superstructure is determined "in the last in-
stance" by the infrastructure or the economic base. In practice, however,
there has been a dialectical interaction which has been explained either
m terms of the "relative autonomy" of the superstructure or the "recipro-
cal action" of the superstructure on the base (Althusser, 1971:135).
The State is divided into two: (1) State power, meaning the "sei-
zure and conservation" of State power by a certain class or by an alli-
ance between classes or class fractions" (Althusser, 1971:140); and (2)
State apparatus, meaning an entire array of vital State organs and instru-
mentalities. It is possible to possess State power without effective con-
trol of the State apparatus. The latter is regarded as essentially re-
pressive in character and consists of such organs as the Government, the
Administration, the Army, the Police, the Courts, the Prisons--all of
which, in varying degrees, are engaged in the maintenance of law and order
(Althusser, 1971:142-43). Once in possession of State power a class, a
group or an alliance can exercise its authority and control through the
State apparatus.
But there is, according to Althusser, another dimension of "distinct
and specialized institutions" which he calls Ideological State Appara-
tuses. Among them are: religious and educational institutions, private
schools, the family, the legal system, the political system (including
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the political parties), the trade unions, the communications network
(press, radio, television etc.), and cultural forms or institutions such
as literature, the Arts, sports, etc. (Althusser, 1971:143). The dif-
ference between Repressive State Apparatuses and the Ideological State
Apparatuses is that the former operates "by violence" (indicating that,
as an example, administrative repression may take non-physical forms) and
the latter function 'by ideology"’ (Althusser 1971:144-145). For a vari-
ety of reasons, but more importantly for the purpose of projecting an
image of civility in the community of nations, the use of violence to
maintain cohesion and compliance is exercised in the last resort after
the persuasive ideological methods have failed to achieve the same. Thus
ideology has come to play an important role in the legitimation of the
State and the social relations contrived by it.
A central role is assigned to education as the unifying link among
the numerous Ideological State Apparatuses which may seem autonomous and
contradictory sometimes, unlike the "relatively unified command" found in
the Repressive State Apparatus. Althusser maintains that the educational
ideological apparatus has assumed "a dominant position in mature capita-
list formations" over the Church and the family which had played strong
roles previously in the transmission of the ideology of the ruling class
or alliance.
The State is not only interested in the reproduction of the material
conditions of production but also in social relations of production.
Where State power, the division of labor and everything else is based on
class, religious or racial criteria then the dominant ideology that jus-
tifies and rationalizes such stratifications has to be reproduced for the
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An advanced and elaborated rendition of this thesis-focusing on the
role of the schools--is expressed in a later work by Gintis and
Bowles (1976) which contains two central concepts: First, it is the
"correspondence principle" and its application to culture and; second,
"hierarchy". According to the authors, "the educational system helps
integrate youth into the economic system.
.. through structural correspon-
dence between social relations of education.
.. replicate the hierarchial
division of labor" (Bowles and Gintis, 1976:131).
While their analysis vastly improves the theoretical frame it has
its deficiencies due to its mainly economistic tendency. Conceptual as
well as concrete comprehension of the complex and dialectical relations
of school, society and the State via the curriculum is offered by analyses
that consider the specificity of the ideological and cultural mediations
in unequal societies and the formation of differential consciousness among
individuals in such societies through schooling (Williams, 1977; Sarup,
1979, Apple, 1979; David, 1980). The racially and ethnically segmented
education in South Africa, especially in the case of Africans, appears to
provide a close fit example of this general theoretical construction.
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Prejvl959 African University Education
No separate provision of university education for Africans existed
rn South Africa before the establishment of the South African Native Col-
lege at Fort Hare in 1916. Prior to that, higher education opportunities
for Africans in the then existing universities in South Africa were not
available. 1 Although primarily designed for African students, Indian and
Coloured students were also admitted. 2 See Table 2.
TABLE 2
The Average Number of Indian
,
Coloured and Bantu Students
Enrolled at Fort Hare, 1916-1949
1916-35 1936-40 1941-45 1948 1949
Indian 4.0 10.6 29.2 29 23
Coloured 9.0 13.8 18.0 46 36
Bantu 81.5 136.0 190.8 250 284
Total 94.5 160.4 238. 325 343
“Average annual enrollment
Source: Commission on Native Education 1949-51 (par. 380)
Initially the control and the partial financing of the college was
principally the function of three missions, namely: the Methodist Church
of South Africa; the Presbyterian Church of Scotland and the Church of
the Province of South Africa. However, with the passage of the 1923
Higher Education Act, it became largely aided and fell under the control
of the Union Department of Education, Arts and Science, as a constituent
college of the University of South Africa (Eiselen, 1951: para. 374) and
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later of Rhodes University in 1951. The two latter institutions had de-
gree granting authority which meant that they influenced the overall cur-
riculum of Fort Hare. Tuition and especially examinations at the South
African Native College were more or less identical to those in the two
white universities.
By 1948 there were several institutions that provided post-secondary
education for Africans. The Eiselen Commission report tabled in 1951
noted that,
• . . Bantu students are admitted to the University institu-
tion conducted chiefly for Bantu students, with direct State
aid; to two recently founded private institutions (Kolege ya
Bana ba Afrika, at Pretoria, and the Pope Pius XII University
College at Roma, Basutoland); to two South African Universi-
ties chiefly providing for European students (Cape Town and
Witwatersrand)
;
to one university which provides separate
facilities for non-Europeans (University of Natal); to cor-
respondence courses of the Division of External Studies of
the University of South Africa; and to correspondence courses
conducted by private correspondence colleges preparing stu-
dents for the external examinations of the University of South
Africa (Eiselen Commission 1951 :par 391).
The Commission then proceeded to present enrollment figures for 1948
as shown in Table 3 .
Thus in 1948 African students, in all the institutions of higher edu-
cation, constituted less than one hundreths of 1 percent of the total
enrolled African student population (Malherbe, 1977:710, 731). If we ex-
clude the 1949 enrollment of the 26 students at the Pope Pius XII which
was not a South African institution as it was in Basutoland, and taking
into account that a good number of the students were either studying for
their high school matriculation examinations or in teacher training pro-
grams and still others came from neighboring African countries, the
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TK XT v TABLE 3
Students Arlmi t- 1- oh
Va rious InstituTTo^7ToA«~'
Fort Hare
Kolege ya Bana ba Afrika
Pope Pius XII
University of Cape Town
University of Witwatersrand
University of Natal
University of S.A. (External Studies)
Strydom Training School, Bloemfontein
Private Correspondence Colleges
Total
*1949
226
37*
*
26
18
65
56
317
4 (?)
?
749
Source : Commission on Native Education 1949-51 (par. 391 )
proportion of native South African students in bona fide university
studies plunges further down to an inconsequential figure. This then was
the state of African university training in 1948. Pressures on the labor
market resulting from the inadequacy of a literate and skilled African
labor force were voiced as early as the turn of the century and this led
to an expansion, albeit lethargic, of African student university enroll-
ment. Let us now turn to a brief discussion of earlier concerns regarding
this problem.
The Derivation of the Official Culture at the African University
Colleges: Antecedents
—
—Education
,
The Labor Market and the Role of the Bantustans: A Brief
Review. The seventy-year period beginning with the discovery of diamonds
and gold to the political triumph of the Nationalist Party in 1948 had
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witnessed a tremendous transformation in the economic and political life
of South Africa. A marked transition had been achieved from a largely
agricultural and mining economy to a manufacturing and industrially boom-
ing economy. The new industries meant an increased need for labor power
particularly of the skilled type which could not be met solely by white
labor which was protected by the Job Reservation Act and a web of other
ancillary government and industry regulations as well as convention. The
immigration of European labor was supplemented by indentured Indian (1860)
and Chinese (1903) labor. Even this labor supply did not satisfy the de-
mand for labor power. (van der Horst, 1971; Magubane, 1979) The effect
of the economy on education and the labor supply has been the subject of
numerous Commission inquiries for the last 50 years or so. As an indica-
tion of the degree of seriousness the Eiselen Commission attached to this
relationship it referred, at length, to the South African Native Affairs
Commission of 1903-05, which stressed the primacy of economic considera-
tions in the recommendations for expansion of education for Africans with-
in a broader socio-economic context. Paragraph 216 of the Eiselen
Commission revealed:
It must, of course, be added that the attitude of the Govern-
ment towards Bantu education was not simply to exploit the
economic possibilities of the Bantu. It was felt that through
the encouragement of industry among the Bantu all sections of
the community would benefit, not least the Bantu themselves.
The fundamental economic motivation is not attenuated by the second-
ary factors attached to the Commission's statement. To achieve this
"greater community benefit" the Commission acknowledged the inadequacy of
university training for Africans particularly at Fort Hare and recom-
mended, at that early point that an independent "Bantu University be
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founded" (Eiselen 1951:p.r. 959). The Com.iss.cn pointed out that the
"future development of university education" for Africans, "must largely
depend on the Development Plan. ..." (Eiselen 1951 :par. 959). This
Development Plan would shortly thereafter be popularly bnown as the sepa-
rate development policy to which the ethnically-based university colleges
would be attached.
When the South African Government decided in 1959 to create the eth-
nically-based university colleges it made sure that they were not to be
autonomous entities operating outside the socio-economic and political
system. According to W.A. Maree, Minister of Bantu Education in 1959,
these ethnic universities were to play a pivotal role in the Bantustans
(territories prescribed by the Government for African occupancy on ethnic
lines which divests them of their citizenship in South Africa) through a
variety of enabling legislation such as the Bantu Self-Government Act,
the Bantu Authorities Act and the Bantu Education Act--all of which were
passed earlier (Hunter, 1963:248). Statements by government officials
indicated that these Bantustans were simply administrative layers answer-
able to the central government. Thus the subserviency of the Bantustans
to a central authority implies the subjection of all their organs to the
dictates of the dominant socio-economic order and the ideological state
apparatuses which rationalize the status quo.
Briefly, let us examine the concrete interplay between the State,
ideology, and education as a prelude to a discussion of the evolution of
the ethnic universities and their particular institutional culture. Im-
mediately following the accession to State Power by the Afrikaner Nation-
alist Party under conditions of a transforming economy and a commitment
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to exercise control over it, the new administration with dramatic alacrity
legislated a series of laws such as "Influx Control, Bantu Authorities
and Group Areas Act aimed at controlling rapid influx of Africans to the
towns as a result of the war-time boom" (Levin, 1980:24). Such control
would result in greater capital accumulation as it would reduce the cost
of urbanization for the State and the social benefits cost for industry
by restricting the rest of the family of the workers to fend for them-
selves in the so-called homelands. Preparation for the swift take over
had been underway for decades and was spurred by the formation of the se-
cretive groede rbond which became the ideological mainspring of the Nation-
alist Party. Dr. Verwoerd understood the need for the seizure of State
power and its ideological apparatuses when he said: "The Broederbond must
gain control of everything it can lay its hands on in every walk of life
in South Africa. Members must help each other to gain promotion in the
Civil Service or any other field of activity with a view to working them-
selves into important administrative positions" (quoted in Tabata 1960:
30 31). The centrality of the educational ideological apparatus is demon-
strated by the protracted work of the Institute of Christian National
Education (CNO)
,
which was established in 1939 by the Federasie van
Afrikaanse Kultuurvereniginge
,
to work out a policy of education for South
Africa which was compatible with the Afrikaner ideology. In fact, a de-
finitive statement ( Beleid ) was tabled in 1948 when the Nationalist Party
gained power. A year later the Eiselen Commission, as discussed below,
would formulate a more specific educational blueprint for Africans (Bantu
Education) as part of a "socio-economic policy" envisioned for Africans
within the broader South African political economy. Unveiling the essence
96
of the purpose of "Bantu education" masked by layers of ideological rega-
lia and especially its relation to the economic base (infrastructure), on
September 30, 1953, the then Minister of Native Affairs Dr. Verwoerd de-
clared during a parliamentary debate over the Bantu Education Bill that,
Education must train and teach people in accordance with their
opportunities in life, according to the sphere in which they
• • • education should have its roots entirely in the
Native environment and Native community. There Bantu educa-
tion must be able to give itself complete expression and there
it will have to perform its real service. The Bantu must be
guided to serve his own community in all respects. There is
no place for him in the European community above the level of
certain forms of labor. Within his own community, however,
all doors are open. For that reason it is of no avail for
him to receive a training which has as its aim absorption in
the European community while he cannot and will not be ab-
sorbed there. Up till now he has been subjected to a school
system which drew him away from his own community and par-
tially misled him by showing him the green pastures of the
European but still did not allow him to graze there (Pelzer
1971:83)
.
The "correspondence principle" is clearly articulated in this state-
ment. The dominant education ideology is an expression of Afrikaner na-
tionalism, which according to Magubane, "like class consciousness, is
rooted in the economic structure of the society in which it is developed"
(1979:245). To understand the shaping of the institutional ethos or the
official culture (ideology) of the university colleges it is necessary
that attention be given to the nature of the South African political
economy
.
B. The Socio economic and Political Structure . The present socio-econo-
mic and political structure of South Africa is the culmination of over
three hundred years of what has come to be known as settler-colonial
domination. The first Dutch colonists landed on the Cape of Good Hope in
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1652 "ith th£ intenti °n ° £ S£ttin
* * half-way station between Holland
and the Fat East. This refueling station grew into a thriving agricul-
tural colony i„ a matter of a few years. British occupation of the Dutch
colony followed in 1806 and ushered in British imperial domination until
the formation of the Union of South Africa in 1910. Although the rela-
tionship between the British and the Dutch (or Afrikaners) 4 has been one
of suspicion, hostility and intense rivalry for authority at various his-
torical moments, this antipathy faded into a faint echo when faced with
the Africans' demand for self-determination.
The Afrikaners' most vehement opposition to African rights is rooted
in the teaching of a variant Calvinist doctrine which bestowed the sacred
right of a "Chosen People" on the Dutch settlers who, according to this
teaching, were predestined to rule over the "heathen" Africans. Thus God
had led His "Chosen People" to be served by a race of "hewers of wood and
drawers of water," that is, the Africans. Within this religious gestalt
(ideology) Africans were regarded as an inferior race thus rationalizing
their subjugation as a righteous Christian practice which will lead to
their "salvation" and "civilization". The Afrikaner churches sanctified
this dogma and instilled it in the consciousness of a deeply religious
people (Villa-Vicencio
,
1978:45-49). It is this belief that initially
was the driving force in the cultural, economic and socio-political evo-
lution of Afrikaner nationalism (or "race ideology" as explained by Bunt-
ing 1969). The numerical advantage of Africans (see Table 4) has created
among the Afrikaners an obsessive fear of being dominated by Africans^
should popular sovereignty be implemented. This has led to the formula-
tion of a grand race ideology which found expression and subsequent
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refinements after the ascension to power of the Afrikaner-dominated
Racial Group
Whites
Africans
Coloreds
Asians
Total
TABLE 4
Population in 1,000's
1910 1950 1970 1975 1980*
1,257
3,956
517
148
5,878
2,609
8,431
1,069
351
12,214
3,835
15,918
2,074
642
22,469
4,237
17,703
2,374
730
25,044
4,685
20,365
2,721
828
28,599
1923-75, pp
aP
700-K
O1" Malhei:be ’ S MH££tion in South Africa
, Vol. II:
"Projections cited in Sono’s ’’Demographic Trends,
. . ."in the Journal of
g-°-utherri African Affairs
,
(Oct. 1978), pp. 471-488. ~ —
Nationalist Party in 1948. The transfer of virtually all political power
to the Afrikaners occurred at a time when the South African economy was
rapidly shifting from concentration on extractive industry and agricul-
tural production to a throbbing modern capitalist manufacturing and
service-oriented economy. The new rulers had effectively seized state
power, and were equally committed to bringing under their effective con-
trol the economic infrastructure as well as the ideological state appara-
tuses. To reach the political zenith the Afrikaner political elite had
wooed and finally managed to coopt the "poor whites" and the Afrikaner
working class. It became necessary under the exigencies of the material
conditions spurred by a booming economy, with its attendant secularization
and international attention focused on South Africa, that the ideological
content of apartheid undergo some adjustments to meet the new conditions.
Apartheid, as the transformed policy of racial segregation came to
be known, assumed a virulent and pervasive quality, casting into
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insignificance, past segregation policies
the following manner:
Murphy defined apartheid in
AP a rthe id is, in essence, a complete
of the racial groups in South Africa
wm’
e *onomic
> social
,
political, h
al (Murphy, 1973:86).
and permanent separation
in every sphere: cul-
iological and territori-
For a variety of reasons, but most importantly as a response to ex-
ternal criticism of apartheid, a supposedly grandeur, generous and idyl-
lic policy was enunciated. This policy was to be known as separate de-
velopment. Rhoodie and Venter described this policy as follows:
™h A^ r'\ ChriStian belief and civilized ethical code
apartheid to th a
t0 t0lerate the one-sided application ofe advantage of the whites only. Apartheid im-
veioo info
eaCh individual group will beV to de-
ciaf uni
t° “ Sep
f.
rate “tional, political, cultural and so-
bilities Vru a “a 1
° ltS °Wn ldentity and inherent capa-i (Rhoodie and Venter, 1960:5). *
Separate development is therefore, according to these two Afrikaner
intellectuals, a policy whose declared intent is to restore social jus-
tice and equity to the Africans, essential concepts which apartheid in
its earlier theoretical form did not accommodate. The above quote exudes
an alleged Afrikaner selflessness and generosity. Beneath the appearance,
however, lies the immutable principles which constitute the essence of
apartheid: the rationalization for capital accumulation through the ex-
traction of surplus value from labor power which is "freed" periodically
through the migrant labor policy from its confinement in the so-called
homelands. Referring to separate development as a euphemism for apar-
theid, Heribert Adam elaborates further that separate development is,
the theoretical attempt to reduce the irrationalities of for-
mer race ideologies. It is aimed at reconciling continued
white rule with trends of a waning colonial period. Apar-
theid policy has long relinquished the former idea of
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preserve white supremacy (H. Adam, 1971:«)?*
S ° lutl°n to
A similar explanation noting the transformation of apartheid ration-
alization from the religiously-inspired
superiority/inferiority doctrine
to a secular concept emphasizing cultural differences was grven by Leo
Kuper (I960: 31). Racial domination is rendered more effective and toler-
able in this palatable form. Nevertheless, the development of each sub-
ordinate racial group in this caste society, is defined by the dominant
group and proscribed within limited parameters to ensure the authority of
the dominant white group.
It is important to note that the process of economic transformation
and the adjustment of the various racial groups had started before 1948.
While the Land Areas Act of 1913 claimed to seek the preservation of the
cultural identity of the African ethnic groups, a fundamental reason for
the Act lay in the fact that the
-Bantu Reserves" would facilitate the
efficient provision of the labor power needed in the "white" industrial
areas (Magubane, 1979:72-101; Rogers, 1976; Legassick and Wolpe, 1976).
Professor Pelzer, of the Department of History at Pretoria University,
traced the foundation of the present-day so-called separate development
policy to a speech delivered by General Herzog at a meeting in De Wildt
where he is said to have proposed the idea of setting aside a portion of
the land to Africans for purposes of self-development under the supervi-
sion of the Union Government (Pelzner, 1966 : xxviii)
. Of course, this no-
tion of territorial segregation was realized with the passage of the
above-mentioned 1913 Land Areas Act which apportioned 13 percent of the
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land area to Africans and the remaining 87 percent to the whites. Gen-
eral Smuts, although not prominent in the earlier debates on the bill,
nevertheless, gave it his strongest endorsement in a 1917 speech made in
London. In his speech entitled "The White Man's Task" General Smuts said,
among other things:
We have realized that political ideas which apply to our white
civilization largely do not apply to the administration of
Native Affairs. To apply the same institutions on an equalbasis to White and Black alike does not lead to the best re-
sults, and so a practice has grown up in South Africa of cre-
ating institutions
- giving the natives their own separate
institutions on parallel lines with institutions for whites.
. . . Thus in South Africa you will have in the long run large
areas cultivated by Blacks, where they will look after them-
selves in all their forms of living and development, while in
the rest of the country you will have your White communities,
which will govern themselves separately according to the ac-
cepted European standards (quoted in Pelzer, 1966 : xxx-xxxi)
The notion of cultural differences is clearly articulated and the
structural forms to preserve the differences are in these parallel insti-
tutions that are the product of the 1913 Act. The concept of parallel
institutions was to be revived in the 1950s most notably by Dr. Verwoerd
as parallel or separate development. General Smuts was also an advocate
of the trusteeship concept which was later adopted in the Bantustans pol-
icy and invoked in the legislation pertaining to the establishment of the
separate ethnic university colleges.
^
By the time the Nationalist Party came to power, racial segregation
had been practiced for almost three hundred years but without the unbend-
ing commitment and long-term systematic planning the new regime brought
with it. ^ Dr. Verwoerd became one of the premier advocates of apartheid.
In a debate on September 3, 1948, the then Senator Verwoerd made referen-
ces to the Nationalist Party program and the 1936 Land Act (which amended
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the 1913 Act) provisions to elucidate the new government's position on
the "Native Question". Having noteH th~ •8 ° d the impracticability of total "ter-
ritorial segregation" because of the need of th* "me e 'services of the Natives
and coloured people as labour" (Pelzer 1966 - 9^1 • umeizer, .2) a viable solution accord-
ing to the 1936 Act was that,
the true fatherland
be, and it L h h t educataona! institutions should
should be made availab le
686 Tff ° f ^
accorded to the Natives in all fields ifthe
reSPeCt ”USt bea - - - -^cfirthfa^
Earlier in the same speech Senator Verwoerd had referred to the Na-
tionalist Party program of principles with regard to the relationship be-
tween whites and blacks within the dominant social order. He pointed out
as Smuts had done earlier that, "the party accepts the Christian trustee-
ship of the European race as the basic principle of its policy in regard
to the non-European races" (Pelzer, 1966:4).
It is clear, therefore, that what was to be shaped into reality had
already been proclaimed earlier, at least on paper. From General Herzog
through General Smuts to the victory of the Nationalist Party the concepts
of "Native Reserves", separate or parallel development, and the appropri-
ate educational institutions to promote such development evolved gradually
and were ready for implementation. Two central elements emerge from the
above quotations. First, that territorial and political separation would
be achieved through the reserves. In addition to the establishment of a
social system it is there that Africans would exercise their citizenship
and political rights. Implicit in this arrangement, later to be fully
emphasized by Nationalist Party intellectual protagonists, was racial-
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cultural differences and not "inferiority” as the bas,s fy db n i lor segregation--
or separate development QPron j .P . Seco d, that separate development would be under
the trusteeship of the whites. This was to have long-term implicates
and has been the subject of much debate and controversy. The failure to
conceive of a non-segregation solution inspired by a mortal fear of the
consequences of a formula calling for political participation of all
Stoups in a unitary South Africa, trusteeship also meant effective circum-
vention of full sovereignty and territorial integrity of the so-called
homelands
.
Establishment of the
C^Ueses^he^^ Havlng receive<J a resoun<Jing
from the white electorate in 1948, the Nationalist Party proceeded on a
systematic campaign to deliver on their election promises. The determi-
nation to achieve their goals was underscored by the promulgation of a
series of Commissions to study and make recommendations for policy-formu-
lation on the various aspects of grand apartheid. It will be appropriate
this section to discuss, in sequence, the broad thrusts of the four
major Commissions which ultimately resulted in the establishment of the
ethnic university colleges with their distinct official culture or insti-
tutional ethos.
—
The Commi s sion on Native Education 1949-51
. The installment of
this Commission barely a year after the Nationalist Party came into power
serves to indicate the paramountcy of education in the view of the new
administration and their long-standing simmering dissatisfaction with the
manner in which education for Africans was conducted under the largely
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missionary system. The Commission consisted of eight members including
the Chairman W.W.M. Eiselen after whom it was popularly known. Its te,
of reference were as follows:
The formulation of the principles and aims of educationfor Natives as an independent race, in which their pastand present, their inherent racial qualities, their dis-tinctive characteristics and aptitude, and their needs
under everc^anging social conditions are taken into con-
sideration.
b. The extent to which the existing primary, secondary and
vocational system for Natives and the training of Na-tive teachers should be modified in respect of the con-tent and form of syllabuses in order to conform to theproposed principles and aims and to prepare Natives more
effectively for their future occupations.
c. The organization and administration of the various
branches of Native education.
The basis on which such education should be financed.d.
e
.
Such other aspects of Native education as may be related
to the preceding (Eiselen, 1951:par. 1).
It became immediately apparent that the new Nationalist Party admin-
istration desired to effect a transformation of the education system as
it affected Africans so as to be consistent with their projected "social
whole." The emergent social order, more than ever before, was to accen-
tuate cultural, racial and ethnic differences. These distinctions were
divinely ordained" and as such were to be guaranteed by an educational
system that would ensure the preservation of these "inherent racial quali-
ties" accompanied by "distinctive characteristics and aptitude." Accord-
ingly* these qualities would necessitate the modification of the content
and form of the curriculum. Much criticism, both of a theoretical and
empirical kind, has been directed at the "modification" which has been
interpreted by critics as a dilution of the quality of education received
by Africans prior to the passage of the 1953 Bantu Education Act.
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It is worth noting that while the terms of reference
tinctiveness in aptitude, the Commission disavowed such
Under the title "Intelligence and Aptitude" the Commission
presume a dis-
a distinction,
states
:
While the volume of evidence on this subject presented to the
na^re
S1
°Y "“r
C °nSlderable was of a very contradictorytu . our Commissioners have therefore maintained an open
ad^
°n the sub J ect * No evidence of a decisive nature wasduced to show that as a group the Bantu could not benefit
rom education or that their intelligence and aptitudes wereof so special and peculiar a nature as to demand on thesegrounds a special type of education (Eiselen, 1951:par. 60).
Despite this observation the Commission recommended the establish-
ment of a "special type of education" invoking as justification the "com-
pelling logic" of cultural integrity which would be maintained by a so-
cial education that was in harmony with the cultural millieus of the Af-
rican. Education under the old system, it was alleged, tended to alienate
the educated Africans from their culture and people while the newly
organized Bantu education would promote for the African a "modern pro-
gressive culture, with social institutions which will be in harmony with
one another and with the evolving conditions of life to be met in South
Africa, and with the schools which must serve as effective agents in this
process of development" (Eiselen, 1951 :par. 765a). 10
Two years after the Commission's report the Bantu Education Act
(1953) was passed enabling the government to take full control of all pre-
university education for Africans. With an unrelenting conviction of the
need for a wholesome racial compartmentalization of the "social whole" it
was only a matter of time before university education was to be embraced
in this dragnet.
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It was the view of the Eiselen Commission that "adequate facilities
should be provided by the State with the view to the eventual founding of
an independent Bantu university" (Eiselen 1951:par. 959). The Commission
regarded university education as it existed then, as largely a tutorial
service preparing students for the examinations administered by the Uni-
versity of South Africa. Moreover, it held that Fort Hare was grossly
eking in research facilities and "Bantu professors with sufficient
standing in the world of learning can hardly be reckoned as a Bantu uni-
versity" (Eiselen 1951 :par. 960).
—
The Tomlinson Commission 1950-54
. A year after the promulgation
of the Commission under the chairmanship of F.R. Tomlinson, a more com-
prehensive commission was installed yielding fifty-one volumes at the com-
pletion of its task in 1959. 11 Its terms of reference were as follows:
To conduct an exhaustive enquiry into and to report on a com-
prehensive scheme for the rehabilitation of the Native Areas
with a view to developing within them a social structure inkeeping with the culture of the Native and based on effective
socio-economic planning (Houghton, 1956:1).
While the Eiselen Commission confined itself mainly to educational
matters, the Tomlinson Commission examined virtually all aspects of Af-
rican life with the view of making the so-called Native Reserve a prac-
tical reality. Separate development was viewed as a "prerequisite for a
sound national development" and offered the following advantages for Af-
ricans :
(i) their own unalienable territory;
(ii) the opportunity to take charge of their own affairs;
(iii) The creation of opportunities for individual and communal de-
velopment
;
(iv) full opportunity for economic development in all directions,
and enable them to build a social order (Houghton, 1956:15).
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The Tomlinson Commission attached a pivotal role to what would
shortly be legislated as the Bantu Education Act in the achievement of
these objectives. Consistent with the Eiselen Commission's recommenda-
tions, the Tomlinson report called for the establishment in the Reserve
Areas, of lower primary schools offering a four-year course in the ver-
nacular; four-year higher primary schools the completion of which would
lead either to an academic or practical direction of study (Houghton,
1956:50).
At the post-secondary level the Commission stressed the need for the
creation of vocational and technical institutes to produce artisans,
tradesmen and technicians whose skills would be employed in the develop-
ment of the so-called Bantu Areas. Specific reference was made to the
Northern Transvaal, Zululand and the Transkei. As far as university edu-
cation was concerned the Tomlinson Commission went a step further and
recommended that "a number of University Colleges for Africans be estab-
lished and linked with Fort Hare on a federal basis and that they should
become the ’Bantu University of South Africa’" (Houghton, 1956:50).
3. The Commission of Enquiry on Separate Training Facilities for
Non-Europeans at Universities, 1953-54
. Under the chairmanship of Dr.
J.E. Holloway, a former secretary of the Treasury, the other two commis-
sioners were: Dr. R.W. Wilcocks, Rector of the University of Stellen-
bosch; and Dr. E.G. Malherbe, the Principal of the University of Natal.
Two years after the completion of the work of the Commission on Native
Education (Eiselen, 1949-51), and the same year that Bantu Education was
inaugurated, the new Nationalist Party government was ready and determined
to extend apartheid education to the university level. This determination
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is indicated by both the explicitness and restrictiveness
reference as stated:
of the terms of
ImpliIationf
e
„f
nd rep
a
rt °n the Peccability and financiali cations o providing separate training facilities fornon-Europeans at Universities (Holloway, 1954:par. 1).
The task, therefore, was not to consider the matter of the desira-
bility of racially separated university facilities but rather their prac-
ticability. That they are desirable, from the government's standpoint,
was a foregone conclusion. Hunter observed that "at no stage was there
any inquiry into the desirability of university apartheid. The Govern-
ment consulted neither the universities nor the statutory Committee of
University Principals" (1963:164). Interestingly, however, much of the
representations during the Commission hearings were outside the framework
of its terms of reference. In a strenuous effort to absolve itself of
culpability the Commission points out that,
despite the fact that, as has already been mentioned, the Com-
mission had explicitly stated in the notices sent out that
evidence on the desirability or otherwise of separate in-
struction for non-Europeans was not required, a considerable
part of the evidence submitted to the Commission was con-
cerned not so much with the practicability of the provision
of separate university facilities for non-Europeans as with
the broad question of the desirability of the introduction or
the extension of segregation in this field (Holloway, 1954:
par. 8).
From a technical, strictly legal standpoint, these protestations were
to no avail as they were considered irrelevant and their force did not
bear on the conclusions and recommendations of the Commission. The Com-
mission's attitude seemed to indicate that as long as the establishment
of separate university facilities did not imply inferiority then such
should be the direction of events. It was then a matter of finding
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justificatory bases in the present state of university education for
Africans, the statutory powers of the State and the fixities of the South
African socio-economic order.
First, the Commission pointed out that, at that time, de .jure segre-
gation existed at the Universities of Stellenbosch, Pretoria, the Orange
Free State and at the Pochefstroom University for Christian Higher Educa-
tion. The same was true, it argued, of Rhodes University where exception
was made only for those "non-Europeans” who desired to pursue "post-grad-
uate courses. Africans were admitted to the Universities of Cape Town
and Witwatersrand where integration was practiced in the lecture rooms
(Holloway, 1954:par. 9a-b)
. However, segregation at these two institu-
tions was practiced in residences, and in sporting activities. But "no
segregation insofar as membership of student, debating, literary and sci-
entific societies" was practiced (Holloway, 1954:par. 53). While Afri-
cans were admitted to the University of Natal, lectures were segregated
except in "post-graduate courses". Segregated lectures or "duplicated
courses" were conducted by the same staff. The University College of Fort
Hare was a segregated institution in that only--except for a very short
period--only "non-Europeans" attended. According to the Commission even
though the University of South Africa catered to all racial groups through
the "medium of correspondence courses" it was segregated "in the sense
that there is no mixed attendance at lectures" (Holloway, 1954:par. 9e)
.
Thus, of the ten institutions of higher learning existing then, only
two can be said to have been "open" universities, that is, the Universi-
ties of Cape Town and Witwatersrand.
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Secondly, sounding what was to be a diminution of the statutory
powers of the African Universities five years later, the Commission adum-
brated what was to be a distinctive feature between the white universities
and the emergent black university colleges. It pointed out that "univer-
sities in South Africa are not Government institutions but State-aided
establishments controlled by university councils," which under Section
7(7) of the Foundation Acts of all South African universities "shall ad-
minister all property of the university and shall have the general control
of the University and all its affairs, purposes and functions" (Holloway,
1954:par. 20).
Of fundamental importance in the deliberations of the Commission,
deriving from the above-quoted provision, was the right of the university
as a corporate body to determine "whom it will admit or not." According
to the Universities Foundation Acts the only limitation to the univer-
sity's comprehensive powers was the "conscience clause" which prohibited
the exclusion of a student, faculty or staff on religious grounds.
Intent on exploring legal grounds for the introduction of apartheid
education at the university level the Commission offered four options some
of which came from the representations and some from the Commission's
legal counselors:
a. That - an interpretation submitted by the University of Cape
Town - the University Council "possibly has the legal power to
frame regulations whereby it could be required of non-European
students to receive their instruction within the university at
places other than those set aside for Europeans, provided that
there was no inequality of treatment, but that in practice this
Ill
b.
c
.
"i8ht PrOVe a COnditl°n "ith «^h it would be impossible to
comply" (Holloway, 1954:par. 24).
That - another interpretation of the University of Cape Town -
through indirect admrnrstrative means university apartheid could
be imposed by the Treasury.
That - according to the Commission’s Law Advisors - the Mini-
ster of Education, Arts and Science can legally determine "under
certain conditions" where the education of "non-Europeans" can
be subsidized by the government.
d. That - according to the Law Advisors - ultimately the prohibi-
tion of the enrollment of "non-Europeans” at "European” univer-
sities can be accomplished by "legislation enacted by Parlia-
ment" (Holloway, 1954:par. 25).
The last suggestion was finally to be the Government option. An im-
portant outcome of this exercise was the constriction of the University
Councils’ powers to admit whoever qualified. This condition was to be
the inheritance of the University Councils of the new black university
colleges to be discussed later.
Outcries of intrusion and violations of the principles of autonomy
and academic freedom were voiced at the hearings by critics of the State's
intention to divest the universities of their right to non-discriminatory
admissions. The Commission acknowledges the validity of some of the con-
cerns but as a logical extension of its restricted terms of reference of-
fered justification. The Commission argued that,
The measure of autonomy conferred on universities by the State
can also be modified by the State, and modifications have in
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fact been effected at various times. No organization estah-li|hga bjr the State for the fulfilment of particular Srill
-
n k
1C
?c ^ prescribe the State Uie ‘course ofwhj£^ the letter should take in the treatment Mcialproblems with which it may have to deal. ... If the Stateshould deem it necessary to prescribe a particular policy re-gar ing the relations between European and non-European, theva/dity of its dictates would not end at the portals of a
university. According to the concept of a State, there can
addend)
^ imperio (Holloway, 1954:par. 32, emphasis
A final judgement with profound implications is thus rendered by the
Commission. Briefly stated then, autonomy and academic freedom are per-
missable only in so far as they do not conflict with the State's inten-
tions
.
Finally, taking note of the advantages of integrated education ad-
vanced by proponents during the hearings and the general "repugnance of
the non-European to enforced segregation" (Holloway, 1954:par. 55), the
Commission remarks that these sentiments "deserve serious consideration".
In addition to the limits imposed by its charge, the Commission injected
an extraneous consideration when it observed that "there are well known
economic and social factors in the structure of and functioning of the
South African community which are of a much more comprehensive and pro-
found nature and which determine the attitude of the various groups
towards one another" (Holloway, 1954:par. 56). In other words, the Com-
mission unilaterally imposed additional restrictions upon itself by let-
ting issues unspecified in its mandate stifle its imaginative potential.
With this, it became abundantly clear that its deliberations and recom-
mendations were weighted down and pre-determined by extraneous considera-
tions of the extant social order.
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Representations by virtually all of the Afrikaans-medium universi-
ties and the South African Bureau for Racial Affairs (SABRA) favored apar-
theid university education with specific recommendations to strengthen
the existing African institutions of higher learning such as: the Kolege
ya Bana ba Afrika; the Stofbergedenskool for teachers, evangelists and
ministers; the Strydomopleidingskool in Bloemfrontein; and the creation
of some ethnic university colleges de novo. SABRA stressed the need for
the use of mother-tongue as the medium of instruction and "... the even-
tual staffing of non-European institutions with their own non-European
personnel" (Holloway, 1954:par. 57f). An interesting proposal was that
submitted by the University of Pretoria. It recommended that a Univer-
sity in northern Transvaal be established stressing "the national heritage
of the Bantu but which will be Afrikaans in orientation " (Holloway, 1954:
par. 57c, emphasis added). This proposal is noteworthy because, as will
be discussed later, a concerted effort (consistent with the Broederbond
strategy noted by Tabata 1960) was made to entrench Afrikaner control of
these particular educational ideological apparatuses. There emerged a
consensus from the Afrikaans-medium institutions that the proposed African
segregated university colleges should be based on ethnicity.
The Secretary of the Department for Native Affairs made several pro-
posals whose principal features were retained in the final Act. These
were: that the African universities should be located in the "Native Re-
serves'
;
that while the training in such universities should not be in-
ferior it nevertheless must not be identical; that circumstances then
did not allow for a full complement of degree courses but increases would
be made on a need-basis; that courses not be offered for which employment
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opportunities did not exist within their
-own societies"; 13 that separate
institutions for the Xhosa, Zulu and Sotho groups be established "under
the protection of the University of South Africa"; that they should ex-
pand and grow "towards independence"; and that the "ultimate objective is
that the staff of these institutions should be non-European" (Holloway,
1954
:
par
. 5 7 g )
.
The Commission’s own reflections and opinions betray its own skepti-
cism about the practicability and financial implications of the establish-
ment of separate university college facilities de novo for "non-Europe-
ans.” The Commission noted the weak financial capacity of Africans to
pay the required tuition and fees at such institutions. The result would
be exorbitant government subsidies, failing which, the Commission sub-
mitted, it would be impossible to provide instruction of "substantial
equality" at such separate institutions. Disclosing its own misgivings
about the proposition of its task the Commission declared:
Obviously, both the current and the capital costs can be
greatly reduced according to the extent to which the training
facilities provided are made inferior to those enjoyed at pre-
sent by non-Europeans at the "open" universities. If, with
this proviso, the suggested institutions are to take the place
of the existing instructional facilities for non-Europeans at
open universities, such a step would mean a material retro-
gression in regard to the university training of non-Europe-
ans. Your Commission does not consider that it has been given
the task of suggesting feasible ways deliberately designed to
effect such retrogression (Holloway, 1954:par. 77).
But the Commission had a task to execute. In exasperation, and
strenuously seeking to comply with the dictates of its terms of references
it concludes thusly:
Your Commission holds that, the desirability in general
of segregation being assumed, the following scheme is
the most feasible, taking financial considerations into
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account That it also has its disadvantages cannot bedenied (Holloway 1954:par. 95).
S
The Commission recommended the gradual concentration of "non-Europe-
ans” at Fort Hare and the University of Natal "non-European section" sug-
gesting a corresponding gradual decrease of "non-Europeans" at the Uni-
versities of Cape Town and Witwatersrand
. Because of the "marked-weaker
financial position of the non-European" the Commission recommended libe-
ral government subsidies especially in the form of bursaries as well as
underwriting the additional cost that will be incurred by "non-Europeans"
as they will be compelled to proceed to Durban or Fort Hare" (Holloway,
1954:par
. 96). Given the limitation of the scope of available courses of
study at the proposed institutions the Commission recommended that excep-
tions be made by admitting "non-European" students to pursue "main lines
of study" such as engineering at "European" universities. This was to be
done, the Commission recommended, even though prospects of a livelihood
m such areas are restricted to a few individuals. This recommendation
encompassed "post-graduate study" in non-separate universities "which have
the facilities and suitable staff for that purpose and which are prepared
to admit them" (Holloway, 1954:par. 104).
The Government ignored most of the Commission's recommendations for
increasing the enrollment capacities of Fort Hare and the "non-European"
section at the University of Natal as well as the provision of opportun-
ities for Africans in sufficient number to pursue "main lines of study at
the "European" universities. The idea of establishing separate African
ethnic universities was unalterable. Thus a Commission on the Separate
University Bill was established on August 19, 1957 to examine the details
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in the implementation of the Government’s plan.
—
The Commission on the Separate University Bill: 1957-58
. At the
beginning of 1956, as a sequel to the report submitted by the Commission
of Enquiry on Separate Training Facilities for non-Europeans at Universi-
ties (Holloway, 1954), an interdepartmental Committee--comprising the
Secretary for Education, Arts and Science, the Secretary of Finance, the
Secretary of Native Affairs and the Commissioner of Coloured Affairs--was
established to advise on "the details of the financial implications of
the provision of separate university education facilities and other par-
ticulars such as requirements with regard to buildings and staff" (de Wet
Nel 1958 :par. 7). After the second reading the separate University Educa-
tion Bill (AB58-'57) was referred for enquiry and report to a select com-
mittee authorized to hear evidence and call for written submissions. Set
up on June 5, 1957 the select committee consisted of thirteen members with
M.D.C. de Wet Nel presiding, the Committee on its own recommendation
was elevated on August 19, 1957, to a Commission. It accepted the en-
trenched sections of the Bill (two, three, fifteen and twenty-nine) and
the principles set forth in the long title which read as follows:
Bill to provide for the establishment, maintenance, manage-
ment and control of university colleges for non-white per-
sons; for the admission of students to and their instruction
at university colleges; for the limitation of the admission
of non-white students to certain university institutions; and
for other incidental matters (de Wet Nel, 1958:par. 12).
More specifically, its terms of reference were:
To investigate and report on the details of the Separate Uni-
versity Education Bill, having regard to the principles con-
tained therein as adopted at the second reading of the Bill
(de Wet Nel, 1958:par. 2)
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Before discussing the relevant proposals of the de Wet Nel Commis-
sion it is crucial that brief reference be made to the framework of as-
sumptions which were to govern and, importantly, to differentiate the na-
ture and functions of the proposed university colleges from the "European"
universities. Some of the distinctive features of the established "Euro-
pean universities are noted by the Commission, inter alia
,
as follows:
ii They were established by groups or bodies of ordinary citizens
and not by the State
iii They have always been aided institutions with a large measure
of autonomy
iv Their task has been to provide for the needs of people within a
hi^ghTy developed culture (de Wet Nel, 1958:21, emphasis added)
According to the Commission "non-Europeans" were "underdeveloped ra-
cial groups" (de Wet Nel 1958:par. 25) without the "requisite sense of
responsibility, organizing ability and expert knowledge" (de Wet Nel 1958:
par. 23). It was therefore imperative that "the State take them by the
hand and give them the necessary guidance and financial assistance" (de
Wet Nel, 1958:par. 29). Higher education at the "open" or racially-mixed
institutions was viewed as misleading and alienating to the Africans since
it was not in concert with their "national character". To reduce the in-
difference of educated Africans to their own people these new institutions
would be intimately linked to the so-called Bantu homelands. There was,
according to the Commission's findings, a serious shortage of trained and
professional personnel to manage the process of "self-sufficiency and
self-development." The pivotal role of the proposed university colleges
in the grand separate development scheme is revealed by the Commission's
observation that "without their own university colleges the development
of the Bantu Areas, and indeed of the whole project of Bantu development
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as set out in the Report of the Socio-Economic Co™! ssion, would be an
impossible
Having
task" (de Wet Nel, 1958:par. 28).
assessed the "state of maturation" of the "non-Europeans" and
determined the direction of their development
the separate development policy, the Commission
tions of the proposed university colleges in
"European" universities 15 as follows:
within the parameters of
specified aims and func-
contradistinction to the
i)
ii)
iii)
iv)
v)
vi)
Each should serve an ethnic group, enriching it bothspiritually and materially, as well as promoting thebroader interests of South Africa. 8
Each should be entrusted with the task of developing allaspects of the culture, technological development andthe promotion of the general progress and welfare of theethnic group concerned.
Each should guide the ethnic group towards greater re-
velopment
w x - c:
knowledge, self-sufficiency and self-de
Each should develop the individual to the fullest extentimbuing him with pride, self-respect and the ideal of’
service to the community
Each should encourage its students to play an active£art, and tram them in all facets of the process of de-Y£i^nt of the life of their groi^T ~Th^7t^e^s
should be the pioneers in the whole process of civiliz-ing the ethnic group concerned.
They should train their students to realize their duty
towards a greater South Africa and to humanity as a whole
and to maintain a balanced outlook" (de Wet Nel 1958-
par. 35)
In fulfillment of its responsibilities as stipulated in its terms of
reference, the Commission made certain specific recommendations which have
assigned a qualitatively distinct character of the university colleges.
The following are, therefore, some of the most important characteristics
of the new university colleges which were incorporated into the 1959
Extension of the University Education Act.
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The Entrenchment of the Official Culture
at the African University Colleges
1
.
St3te C°ntr01 • Unlike the "European" universities which were state-
aided institutions, the "non-European" university colleges would come
under the full control of the State in policy, procedural and financial
matters. Direct State control over higher education was a new develop-
ment in the history of university education in South Africa. State re-
sponsibilities entailed such matters, inter alia, as:
the appointment of executive and advisory bodies, namely, the Coun-
cil and the Advisory Council, the Senate and the Advisory Senate.
The Council and the Senate would consist of whites exclusively and
would be vested with executive powers within their respective juris-
dictions. Both the Advisory Council and the Advisory Senate would
have exclusive African membership and would advise the respective
bodies they are attached to. Eventually the advisory bodies would
be vested with statutory powers and the white-member bodies would
become advisory bodies.
The selection and appointment of staff. Preference would go to
qualified applicants from the ethnic group(s) served by the particu-
lar university college, notable exception being made of whites in
the interim.
iii. The provision of academic freedom, which in the language of the Com-
mission "will facilitate the work of the lecturers ... and protect the
developing ethnic groups against irresponsible political agita-
tion ..." (de Wet Nel
,
1958:60iii).
11
.
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IV
. The provision of courses and research facilities aimed at the gen-
eral economic and cultural development of the ethnic group concerned.
The construction of the university colleges. To the extent possi-
ble, these institutions would be built in the designated
"homelands"
to facilitate their handing over to the "Bantu Authorities" in the
Of
future (de Wet Nel, 1958:60)
In white universities these
the councils with the State
powers were virtually the exclusive right
mainly involved in financial matters.
B^_The__Councils and the Senates
. Guardianship or trusteeship was to be
ensured by the establishment of executive bodies (the Council and the
Senate consisting of white members only) and an advisory Council and
Senate advising the two executive bodies respectively. Membership on the
advisory bodies was to be exclusively black. This arrangement, according
to the Commission, was to facilitate the training of Africans for the
eventual assumption of full control of the executive bodies. The Commis-
sion argued against and dismissed as out of hand the recommendation of
the minority report that the most effective and expeditious way to attain
the declared goal of independence was to have racially-mixed Councils and
Senates. According to the Commission, at the point when "non-Europeans"
at a particular university have obtained the proper training and experi-
ence they wil] assume full executive powers of the Council with the White
Council serving an advisory role. As far as the Senate was concerned when
the senior teaching staff becomes predominantly "non-European" then the
membership of the Senate will become "non-European" and the previously
all-white executive Senate will become an advisory body (de Wet Nel, 1958:
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par. 61-67).
C^_The Transfer of Other Functions and Responsibilities
. In addition to
the transfer of powers mentioned in the preceding section, the Commission
recommended that the Minister in charge should gradually delegate "cer-
tain authorities, powers and duties" to the Council of each university
college thereby according them corporate status. Once such a corporate
status has been achieved with all authorities, powers and duties atten-
dant to the same, a delimiting proviso was inserted stating that "the
framing and application, subject to the approval of the Minister, of the
council's own conditions of service" (de Wet Nel, 1958:68ii). It was en-
visaged that such eventual transfer would then place the Councils of the
university colleges on the same footing as those at independent "European"
universities. Thus, proclaimed the Commission, "the ultimate result of
the process of development ... is the establishment of universities with
full status which will confer their own degrees and will be equal in every
respect to other South African Universities" (de Wet Nel, 1958: 72).
D. The Conscience Clause . One important aspect of academic freedom,
namely the conscience clause which prohibited discrimination based on re-
ligion to university employment or study, was recommended to be deleted
from the proposed Bill by the Commission. It involved the 1950 parlia-
mentary vote which supported the replacement of the traditional conscience
clause with a "positive norm," that is, the Christian historical character
of South Africa and the necessity to uphold that without discrimination
on the basis of denominational affiliation. The new university colleges
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would neither have the conscience danse nor was it „eeessary to subject
““ t0 the PrinCii>le eStatllShed bV ^e 1950 Pochefstroom University Act
that each university make its own decision on such matters. Citing large
numbers and the diversity of religious denominations among blacks, the
Commission concluded that this strong religious foundation should be safe-
guarded by the university colleges and
-the responsibility for upholdrng
religious freedom and living up to our religious national character rests
with a Minister of State who is always responsible to Parliament" (de Wet
Nel, 1958:89).
L_Ihe_Staff. As far as the faculty and administrative staffs were con-
cerned, the Commission thought it was inevitable that they would be pre-
dominantly white since there were very few Africans with the requisite
academic qualifications to fill the positions. The Commission observed:
"these Europeans will be recruited largely from South African universi-
ties in order to maintain the standard of education at the new university
colleges" (de Wet Nel, 1958:96(2). To facilitate the appointment of fac-
ulty and staff the Minister was enabled to appoint persons from the public
service with all the rights and privileges pertaining to it.
The Commissioners recommended two types of faculty positions:
namely, state and council posts. The State through the Minister in charge
would appoint faculty to the former posts. Incumbents could be trans-
ferred from one university college to another and would be subject to
civil service conditions of employment. Council posts were the responsi-
bility of the Councils and appointments were to be approved by the Minis-
ter. This latter arrangement was designed to facilitate the recruitment
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of faculty who might object to civil service conditions of employment.
The Minister had the authority to reclassify posts while they were vacant
or to do so with the agreement of the incumbent (de Wet Nel
,
1958 :par.
96; Hunter, 1963:172).
—-
The Students : Two very important developments emerged from the deWet
Nel Commission. One was the introduction of direct State control, through
the Minister, over the affairs of the proposed university colleges. The
second, equally important development, was the assumption of power by the
State to accept or reject students for admission--a right that has his-
torically been the sacred domain of the university under the principles
of academic freedom and institutional autonomy. 17 Section 11 of the pro-
posed Bill empowered the Minister to refuse admission to any student if
the Minister "considers it to be in the interest of the university col-
lege concerned to do so." The prohibition of registration or attendance
of white persons as students was contained in Section 15 of the proposed
Bill. Under Section 10(5) of the proposed Bill the Minister "may limit
the admission of non-white persons to any university college, to persons
of one or more ethnic or other groups." Specific provisions under Section
10(5) also required special ministerial permission for an African student
to attend a university college other than the one designated for his or
her own ethnic group. Indians and Coloureds would have to obtain special
permission to attend a university college designated for Africans. A
recommendation by the Commission was made and incorporated into the Bill
allowing "non-European" post-graduate students to be admitted "at other
places as well as at a university college" with the permission of the
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Minister (Proposed Bill: Section 25).
A quite interesting recommendation of the Commi* •n ssion was that per-
taining to student activities. it supported and encouraged students to
Play an
.'active part in all student activities. They should ail partici-
pate tn students societies, sports, clubs, etc." (de Wet Nel, 1958:37).
Such involvement was viewed as being essential •in the process of develop-
ing a sense of responsibility called for in the Tomlinson Commission’s
Development Plan. Except for purposes of clarifying admissions policies,
the proposed Bill made no further specific references to student activi-
ties other than to stipulate residential requirements. The regulations
governing student activities wptp ^ uere to be spelled out in subsequent sta-
tutes
.
A striking contrast to the earlier "support and encouragement of stu-
dent activities" contained in the de Wet Nel Commission report is afforded
by the stringent regulations governing student activities at the Univer-
sity College of Fort Hare. After student unrest earlier (September 23,
I960) in the first year of its transfer, the Ministry of Bantu Education
promulgated the following regulations with regard to Fort Hare: 18
4
^
Each application for admission must be accompanied
y a testimonial of good conduct by a minister of reli-gion, Bantu Affairs Commissioner or Magistrate of thedistrict in which the applicant resides.
If in the opinion of the Minister, it is not in the in-terests of the institution to register a candidate who
reports for registration, he may refuse to allow such a
candidate to be registered, even if such a candidate com-
p ies with all the other conditions of registration.
Resident students may not leave the College precincts
without permission from the Hostel Superintendent or a
representative duly authorized by the Rector.
A student may not admit a visitor to a hostel without
permission from the Hostel Superintendent.
II. 8
III. 3
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10
11
15
19
20
Any student organization or student activity is subjectto prior approval of the Rector o
l°ZZtingS may be held 0n the *rounds “£ the Collegewithout permission from the Rector. Approved studentcommittees may meet according to the rules of the ap-proved constitution of the body concerned
are"fun v”"’
publi
,
cation pamphlet for which studentslly or partly responsible may be circulated with-ut permission of the Rector after consultation with theAdvisory Senate and the Senate.
No statement for the press may be given by or on behalfof the students without the Rector’s permission.
No collection lists may be circulated in the precinctsthe College without permission from the RectorNo student or group of students may visit another Insti-tution without the permission of the Rector and of theInstitution concerned, and then only on such conditions
as may be determined.
No student or group of students, and no person or per-
sons not under the jurisdiction of the University Col-lege, may be upon the College grounds as visitors, or
visit any hostel or any other building of the Institu-
tion, without the permission of the Rector or his duly
authorized representative, and then only on such condi-
tions as may be determined (quoted in Hunter, 1963:
188-89 )
.
Moreover, students were required to apply for permission to register
at the beginning of every academic year. Then, at Fort Hare, the appli-
cation form stated: "If I qualify for such registration I solemnly un-
dertake and promise that I will strictly comply with all the rules and
regulations of the college, and that I will submit to any disciplinary
measures that may be taken against me in accordance with the same regula-
tions (quoted in Survey, 1961:232). The student's signature must be wit-
nessed by a parent or guardian and a Commissioner of Oaths. Furthermore,
the parent or guardian was required to complete a section of the form in
which liability was accepted for any damages the child or ward may cause
on the institution even to the extent of paying full fees for any term
during which the child or ward may be expelled (Survey 1961:232-33). It
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was this setting that motivated the observation by a distinguished British
academic leader that the Black universities in South Africa are ’Verit-
able academic concentration camps" (Ashby, 1966:349). This seeming con-
tradiction between the Commission’s encouragement of student activities
and the prohibitive regulations is related to the desire to help protect
lecturers and to "protect the developing ethnic groups against irresponsi-
ble political agitation ..." (de Wet Nel, 1958:60iii). Furthermore,
while Student Representative Councils were allowed-and they have peren-
nially been subjected to dissolutions--they were not permitted to affili-
ate with the National Union of South African Students (Survey, 1970:224;
Ashby, 1966:351).
Nothing comparable to the severity of these regulations could be
found in the independent "European" universities.
The Commission finally recommended that wherever appropriate in the
new Act the words "Separate University Education Act, 1957" be replaced
by the new title "Extension of University Act, 1958." The reason for this
semantic acrobatic was that whereas "non-Europeans" will be prevented from
gaining entrance at certain universities "provision is made for consider-
able extension that will far exceed the limitation" (de Wet Nel 1958:par.
118) . 19
Finally, the passage of the Extension of University Education Act
(No. 45 of 1959) gave birth in 1960 to the following four university col-
leges :
(a) University College of Zululand (for the Zulus and Swazis)
(b) University College of the North (for the North-Sotho, South-
Sotho, Tsonga, Tswana and Venda ethnic groups)
(c) University College of Durban-Westville (for the Indians)
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(d) couege ° f w— ^ « w«u. (*« «*
Simulataneously
,
the Transfer Act (No. 64 of 1959) placed the Uni-
versity College of Fort Hare under the control of the Departs of Bantu
Education and designated it for the Xhosas. 20
Thus in 1960 in compliance with a 1953 statement by Verwoerd that "
-Native education should be controlled in such a way that it should
be in accord with the policy of the state" (quoted in Troup, 1976:60),
the three university colleges were brought under the effective control of
the State through the Department of Bantu Education. To ensure the
"Afrikaans orientation" that the University of Pretoria emphasized during
the Holloway Commission hearings the rectorships of the three institutions
went to individuals either from the Afrikaans-medium institutions or the
Department of Bantu Education itself as illustrated below:
Fort Hare: J.J. ROS s, Professor
,
University of the Orange Free
State
;
Zuiuiand: P.A.W. Cook, Under-Secretary for Bantu Education; and
e Worth: J.G. Potgieter, Professor of Anthropology, University
of South Africa (Hunter, 1963:184)*
Furthermore, Hunter points out that the "chairmanship of each col-
lege council was given to a professor or rector from one of the Afrikaans-
medium universities" (1963:184). Dismissals and forced resignations or
retirements were effected at Fort Hare University College for those in-
dividuals who disagreed with the transfer of the University College and
by so doing created an environment totally inimical to freedom of thought
*Although the University of South Africa is a bilingual institution it is
Afrikaans -dominated
.
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(Ashby, 1966:349). 21 The rector was replaced; an African Vice-Principal
resigned because his reappointment was made contingent upon his resigna-
tion from the African National Congress; a professor and a senior lecturer
were not reappointed; two professors, a senior lecturer, the registrar,
and the librarian were dismissed on the grounds that they had retired on
superannuation (Survey, 1961:236; Jones, 1970:83; Hunter, 1963 : 184-85) 22
K. Adam observed that an examination of the racial composition of
faculty at these institutions indicated that the "colleges in fact pro-
vide a channel for launching
. . . Afrikaner graduates into the academic
realm" (1971:209). Virtually all of the administrative positions at these
institutions were given to whites, especially ex-civil service Afrikaners"
(K. Adam, 1971:203). Hunter points out that more than 80% of the white
faculty staff had Afrikaans names (1963:185).
All of the three university colleges were situated either near or
within the homelands," a comfortable distance from the urban areas.
While stripped of the "main lines of study," such as engineering and min-
23ing (except for diploma courses) much capital went into the construc-
tion of lavish buildings, equipment and sports facilities (Adam, 1971:
200; Troup, 1976:57). There were 87 students at the College of the North,
41 at Zululand
,
and 360 at Fort Hare in 1960 (Horrell 1968:125).
Conclusion
The Post-1948 events, especially the various Commissions concerned
with the education of Africans, indicate the significance attached to the
educational enterprise by the Nationalist Party regime. The planning,
129
introduction and coordination of "Bantu education" at the university le-
vel were systematic and ensured the "Afrikaner orientation" through an
entrenched peculiar structural and organizational arrangement, and by the
profuse appointment of individuals who identified with Afrikaner nation-
alism to staff and faculty positions at the three university colleges. A
strict regimen in terms of regulations was imposed. Transformed into
State Ideological Apparatuses these institutions followed the model of
the larger society in their racially-determined hierarchical arrangements.
They determined the "proper place" of each ethnic group and sought to in-
still a consciousness that corresponded (the reproduction of attitudes
and values consistent with the social relations of production™* hegemonic
function) with the arrangements of the social order. This was then the
official culture or institutional ethos that prevailed at the inception
of the three university colleges under the Department of Bantu Education
in 1960.
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Afrikaner: A designation used by the European-descended settlers
who speak the Afrikaans language, itself derived originally from
Dutch. In Afrikaans the term "Afrikaners" means "African." Because
the Afrikaners think of themselves as Africans, they dislike using
the word African" to refer to the indigenous peoples and normally
substitute to "Bantu" or "native" (From Murphy 1973 ).
According to Davies (1978:158) besides the black peril or swaart
gevaar in Afrikaans, the other two fears harbored by the Afrikaner
nationalism were the dual-medium education, which was synonymous with
English domination, and the Communist threat.
For a critique of the trusteeship concept see, for instance, Magu-
bane (1979:231-32).
Racial segregation prior to 1948 is often described as being laissez
faire in character as opposed to the centrally coordinated and vigo-
rously pursued racial policies of the post-1948 era. See Harold
Wolpe's "Capitalism and Cheap Labor-Power in South Africa: from
segregation to apartheid," Economy and Society
,
Vol. 1, No. 4 (May,
1972) pp . 425-456; and Magubane (1979:132) for a discussion of the
difference
.
8. The Commission was in step with the new emphasis on cultural differ-
ences by casting serious doubt as to the validity of the long-held
belief in the "inferiority" of the African. It stated:
The Bantu child comes to school with a basic physical and
psychological endowment which differs... so slight, if at all,
from that of the European child that no special provision has
to be made in educational theory or basic aims (Eiselen 1951:
par. 773).
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9. It is clear from (b) above that although broad ranging in its sconeuniversity education for Africans was not an explicft L£et of t£e
could be Tt
SS10n
;
U ”aS UndeM: ltem (e) that diversity education
tangential Us” faTaaTh^T
110"' Alth°Ugh the consideration was
nevertheless JL 5 te™s ° f reference went) the Commissionmade rather strong hints at the need for further exami
-
for'Africans
“““ ° £ eXtended P ro ''isio“ of university education
10
11
Fdnn^
COmPrehT iVu ^aluation of this policy see E.J. Murphy "Bantu
n , . .
10n in South Africa
: Its Compatibility with the Contrasting
lish:d
1V
ph
S
D
0
d
Afri
tT-
Self 'Devel °Pment or White Domination" Unpub-l e P . isser ation (Storrs : University of Connecticut, 1973).
A summary of the 51 volume Tomlinson report was compiled by D. Hobart
tions in i
a
^6
PUbUshed ^ the South African Institute of Race Rela-
12 . Thrs statement refers not only to the need for variation between the
white and African institutions of higher learning but variation amongthe African university colleges themselves on the presumption thatthere are inherent cultural differences" among the various African
ethnic groups. This essentially "separate but equal" principle was
rejected by many Africans including academics from the English-mediuminstitutions
.
13. The Secretary warned against the provision of training "in a direc-
tion in which no scope for employment exists in their own society."
Furthermore, that such persons or students "have a reasonable griev-
ance against authorities which permit such a state of affairs know-
ing full well that these persons would not find employment in that
particular field of activity within the European community (Hollowav
1954:par. 57g).
14. Henceforth the report will be named after him, that is, de Wet Nel.
15. It should be borne in mind that the English-and Afrikaans-medium di-
vision among "European" universities is one that is also based on
ethnicity. Thus racial and ethnic segregation was being extended to
the university level as a logical consequence of the separate devel-
opment policy. For an exposition of this see Welsh (1972).
16. According to Welsh "the ethnic and linguistic separatism of the uni-
versity colleges reflected Afrikaner nationalist conceptions of a
university: all were embryonic volks universities established spe-
cifically for the assumed needs of particular groups (1972:32).
17. The right to determine whom to admit at the independent "European"
universities rested with their Councils. It was on the basis of this
right that, on the one hand, the Universities of Witwatersrand
,
Cape
Town and Natal admitted blacks; and on the other, Potchefstroom,
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18.
Pretoria and Orange Free State did not This ri oht ,rendered null and void by the 19S9 Ar i- u
LS g or princ ip le was
blacks from attending these SdenenH , u
h eX? licity Prohibited
from attending the proposed university ^ WhiteStenal permission is granted. 7 8 unless special Minis-
^i”*£Ti09« 0thT"sity colle*es - F-
following regulations
L
for ^tudents^
86 °f ZUlUland C“ r has
19
A student may not admit a visitny [ n f i
without permission from the Hostel Superintendent"
^ “ h° Stel
are conce™ed"s sS
,"
0^0°^ °f*
ani“ tio" ««“ - which studentsern o is ubject to the prior approval of the Rector
permissioTfrom thfRe'ctor
6
.
1 ' °" ° f the C°Ue*e
b , ,
N° magazine
,
publication, or pamphlet for which students are
^oi of t
r
he
a
R ?
reS P°nsible «y ba Circulated without the permis-
Senate
^ consultation "ith the Advisory Senate and the
No statement may be given to the press by or on behalf of thestudents without the Rector’s permission. (Horrell 1965:23-24).
in^ec'^r'
3 t0 thlS
’
E
-,
G ' Malherbe haS °bs«ved that "'"inisters have
of levTslay
e
b
ln
.
Ced
.
a fondnc aa for giving titles to certain acts
wha/ ?h
1 which, in effect result in exactly the opposite oft the name of the particular Act is supposed to convey. Thisexercise in tranquilizing delusion' occurs particularly in educa-tional enactments. For example, the Extension of University Educa-tion Act
. .
. m effect did no extend but instead seriously limitednon-w iite students' choice of a university" (Malherbe 1977:142).The other title he had in mind was "National Education" which he re-ferred to as "The White Persons' Education Act"
20. The University Colleges of Zululand and the North, like Fort Harefell under the Department of Bantu Education. The other two, Dur-ban-Westville and Wester Cape were placed under the jurisdictions of
the Departments of Indian and Coloured Affairs, respectively.
21. K. Adams (1971:205) notes that quiet dismissals of faculty who have
questioned rules and regulations at these university colleges still
continues
.
22.
Among those who resigned were: Professor Z.K. Matthews, Dr. M. Webb,
Mr. S.B. Ngcobo
,
Mr. C.L.C.S. Nyembezi and Mr. A.M. Phahle. All were
either professors or senior lecturers. They were paid gratuities
but forfeited their pension rights. Those who were refused re-
appointments were Professor L. Blackwell (Law Dept.) and a senior
lecturer in the Geography Dept. Lady Agnew. See Horrell (1961: 236).
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ted that in 1960 were 190 African students who ap-plied or admission at white universities. Only 9 were granted spe-
cial permission. Of the 181 who were refused admission seven wereinterested in engineering programs which were not available at theAfrican university colleges. The Minister of Bantu Education advisedhose students who wished to become engineers to enroll in engineer-ing diploma programs which were available at the universities so that
ey can become assistants to white engineers (See Hunter 1963:183).
CHAPTER IV
AFRICAN ETHNIC UNIVERSITIES COMPARED TO WHITE UNIVERSITIES
PROMISES AND REALITIES
The preceding chapter dealt with the rationale behind the develop-
ment of the African ethnic university colleges. Central to the National-
ist Government argument for the establishment of these new institutions
was the claim that they were intended to promote the development of inde-
pendent "Bantu national units" along their own undistorted cultural forms.
The Government claimed that education at the new university colleges would
be "substantially equivalent" to that at the white universities. This
chapter seeks to examine the degree to which this objective has been
achieved by contrasting certain objective features inherent in the white
universities and African university colleges over a twenty-year period,
that is, from 1960 to 1980. A period, we should hasten to add, which af-
fords a reasonable time for the institutional ethos imbedded in these uni-
versity colleges to take root and mature. Where possible, comparisons
are made with university developments elsewhere in independent African
states. The areas that will be considered as constituting the relevant
features of the academic ethos at these institutions will be academic
freedom, autonomy, administration, students, faculty, curriculum and ex-
penditures
.
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Academic Freedom
The establishment of the three university colleges was marked by the
restriction of the four essential principles of academic freedom. These
are: "the right of the university to determine for itself on academic
grounds who may teach, what may be taught, how it shall be taught and who
may be admitted to study" (Reports and Documents, 1957 : 11-12)
.
1
The first
principle: "the right of the university to determine for itself on aca-
demic grounds who may teach," affected both white and black institutions.
Although whites dominated the teaching and administrative ranks at the
African university colleges, seldom was the reverse the case even when
eminently qualified Africans were available as in the "Mafeje affair" at
the University of Cape Town. The second principle: "what may be taught"
became a distinctive feature of the African institutions whose range of
course offerings was severely circumscribed. Main lines of study, as in-
dicated earlier, were the sole preserve of the white institutions and re-
quired special Ministerial permission--a rare commodity--for Africans to
be admitted into such academic programs in white institutions. The pre-
dominance of Afrikaner academics with their penchant for Afrikanerdom (a
3
volksnasionalisme doctrine) ensured a pedagogical bent that was common
in Afrikaans-medium universities and reflected the ideological preference
of the ruling Nationalist Party (Nkondo, 1976:15, 20, 37; K. Adam, 1971:
203; Meyer 1976:369) illustrates the third principle--"how it shall be
taught"--in African institutions of higher learning. The fourth princi-
ple: "who may be admitted to study," was the gist of the 1959 legisla-
tion and brought to new heights educational discrimination along racial
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;se re-
lines in South Africa.
Although the white universities were generally affected by the,
sections such as the prohibition on their right to ad.it black students,
their effects were sharp and exceedingly extensive on the newly-created
African university colleges. As state institutions, 4 Ministerial power
and authority pervaded virtually all the major decision-making functions
at these ethnic university colleges. Justification for this was first
formulated by the Holloway Commission (1954) and further elaborated in
the Van Wyk de Vries Commission (1974). The line of argument was es-
sentially that any act of Parliament that establishes an institution with
goals, responsibilities and functions also delimits their capacity to
achieve those purposes upon which they were founded. Consequently they
should not presume rights and privileges beyond what is prescribed by
statute. The nature and function of universities is defined and confined
by their charters or constitutions and thus university autonomy and aca-
demic freedom are to be applied strictly within their statutory jurisdic-
tions. Critics of the African university colleges disagree with this
formulation and have viewed the overwhelming powers of the Minister over
the councils, the appointment of staff and faculty--especially in state
positions
--the non-existence of the conscience clause, and who may be
admitted to these institutions as a fundamental violation of university
autonomy and academic freedom.
Evidence abounds of terminations of staff and faculty who have dis-
agreed with the government's proclaimed policy of apartheid in higher edu-
cation. For example, in 1959, referring to the dismissal of a number of
administrators and faculty at Fort Hare, the Minister of Bantu Education
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is reported to have said: "I disposed of their services because I will
not permit a penny of any funds of which I have control to be paid to any
persons who are known to be destroying the Government
' s policy of apar-
therd" (Survey, 1960:277). Among the omniscient powers of the Minister
was the prerogative to hire or dismiss faculty-a function of councils at
white universities. More than ten years later similar episodes were still
occurring thus contradicting the official claims that liberties existed
at these university colleges. In 1971, for example, K. Adam observed
that
,
Several quiet dismissals of teaching staff who have been known
to question rules, and who by their very bearing challenge the
assumptions of Apartheid, at least within the context of non-
white colleges, would seem to make these ’liberties’ doubtful
(1971:205)
In 1974 the Black Academic and Staff Association (BASA) of the University
of the North complained about the University administration's stifling of
the free expression of opinion by the student body and maintained that
the correct approach should be to accept "freely and courageously the con-
sequences of free debate and criticism in an institution of higher learn-
ing" (Nkondo, 1976:22). As an inevitable consequence of the prevalent
restrictions on university autonomy and academic freedom many African aca-
demics have become, according to Meyer, "intellectually captive or simply
cowed down by the power structure" and perceive "their task in the same
limited terms as the typical white instructor" (1976:374) . This phe-
nomenon is exemplified by the existence of a fraction of African academics
who have accepted segregated education along the separate development
policy (Ntsanwisi 1961; Kgware, 1974)^. In a sense the reality of the
African universities vindicates the notion that university autonomy and
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"academic freedom cannot exist in an unfree society because violations of
general liberty will almost always affect the freedoms of the university"
(Reports and Documents, 1974 : 432-3) 8
. To be sure, these university col-
leges have undergone certain significant changes in the last twenty years
Let us briefly review these before we embark on a more extensive compara-
tive analysis between white and African institutions of higher learning.
Autonomy
For nearly ten years (1960-1969) the African ethnic university col-
leges were objects of continuous criticism for, among other things, their
lack of autonomy. Besides, the principal legislation purported to grant
autonomy to these institutions when they become "mature." The following
section will examine some of the changes that were introduced relevant to
"autonomy" through three legislative efforts.
A. The 1969 University Act . In fulfillment of promises made earlier,
the three university colleges of Zutuland, Fort Hare and the North were
proclaimed autonomous by Acts of Parliament (Nos. 43, 40 and 43, respec-
tively) of 1969. This meant that they were no longer under the aegis of
the University of South Africa. The acts provided for the continuation
of the African Advisory Councils and White Councils and the same with the
Senates. It was the opinion of the Minister, however, that Advisory
Senates could not be established because not enough African senior lec-
turers and professors were available.
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Rectors and Vice-Rectors n-fo each university would be appointed by
the Minister of Bantu Education. The Council would comprise of no less
than eight persons appointed by the State President and the Rector would
be a member of this body. Two elected members of the Senate would sit on
the Council. The Senate would consist of two elected members of the Coun-
cil and other professors and lecturers as the Council may deem appropri-
ate. The Rector would serve as chairman of the Senate. The Act provided
that there would be additional members of the Senate when deliberations
on syllabuses, examinations, the functions of external examiners and
moderators took place. These would be professors from corresponding
faculties of other universities. They would be appointed by the Council
of the African universities in consultation with the Minister.
Appointment, promotions, discharges, salary scales and conditions of
service were the functions of the Council but on condition that in each
case they obtain the approval of the Minister. However, should the Coun-
cil fail to take appropriate action in cases which involve serious alle-
gations against a staff member, the act empowered the Minister to be
directly involved and to take the matter before parliament.
No white person could be registered as a student at these institu-
tions. African students from South Africa and beyond its borders not be-
longing to the designated "national units" for each university could be
admitted provided the Minister approved.
Finally, the Acts provided that current expenditures would be fi-
nanced not from the General Revenues as in the past but rather from the
Bantu Education Account (Survey, 1970:212-214).
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One noted critic of South Africa's education system expressed alarm
by what he considered to be a premature granting of autonomy to these uni
versities and sadly observed that,
non white colleges have been legislated into "autonomous" uni-
versities by simple parliamentary fiat long before they hadproved themselves by ordinary standards to be worthy of thispromotion. This precipitate action is another step in rele-gating non-white education into a state of separate inferior-ity and makes the whole of the South African university systemlook ridiculous in the community of universities. Not only istheir control anything but autonomous, but their internal ad-
ministration will remain an absolute freak in the university
world. This absurdity has been resorted to presumably in order
to remedy their immaturity and isolation as tribal (ethnic)
institutions (Malherbe, 1970:6).
JL Extension of University Education Act, No. 29 of 1971 . Although this
amendment does not relate directly to the African universities it is im-
portant to mention here because it further indicates the greater limita-
tions imposed on the options of African students. Amending the principal
Act of 1959 this legislation enhanced the scope of the powers of the
Minister of Bantu Education with respect to the regulation of the admis-
sion of African students to universities not designated to their own ra-
cial or ethnic group except for the University of South Africa and the
Natal Medical School. Further restrictions were introduced in response
to allegations that African students, (as well as Indian and Colored stu-
dents) upon receiving special Ministerial permission to attend a white
university for a course of study not available at a university designated
for their own group, would change the course after gaining admission.
The new clause that was to preclude such "abuses" stipulated that special
permission will be given in respect of:
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(a) a specified university, and
(b) a specified degree, diploma, or certificate (Survey, 1972:288).
Withdrawal of permission would result in the event that a student
changed his/her course of study or training, not consistent with the de-
gree, diploma or certificate for which permission was granted. The Act
also repealed Proclamation 434 of I960 which prevented the minister from
permitting African students to enroll in courses in the faculties of sci-
ence, arts and education in the open universities. "The result was that
the power to admit such students to the open universities is now again
entirely within the responsible Minister's discretion" (Reports and Docu-
merits, 1974:440).
—
Bantu Universities Amendment Ac t, No, 57 of 1977
. This act amended
the 1969 Act affecting the African universities. The 1977 Survey of the
Institute of Race Relations summarizes the provisions of this Act as fol-
lows :
1. Advisory Councils were abolished, except at the University of
Fort Hare at its own request. The Act provided that each university
council would consist of the rector and vice-rector (previously only
Fort Hare had a vice-rector on its council), at least four members
appointed by the State President, three elected members of the Senate
and one person elected by Convocation "Homeland" governments would
have representation on the councils. 10
2. Rectors and acting rectors were thenceforth to be appointed by
the councils with the Minister's concurrence.
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3- The establishment of nnivetstties would in the intute be Inter-
red by the Councils In the past such determination was the re-
sponsrbility of the Minister in consultatron with the concerned coun-C,L H0“eVer
’ ^ — it was reasoned, the crea-
abolition of posts would be subject to the Minister's ap-
proval
.
4- Additionally, with the concurrence of the Minister, Councils
were thenceforth allowed to determine student fees, conditions for
the acquisition of stores and equipment.
5. Finally, the clause in the princiDal »ri „P lP a I Act concerning the advisory
senates was deleted. In nrarti'rp t-u , .
.
P actice
,
these bodies never existed (Sur-
vey, 1978:529-530).
fen Years of Autonomy: 1969- 79
Autonomy ^ ^ was granted to the
institutions of higher learning ten years after their establish-
ment. Greater measures of autonomy and discretion were granted subse-
quently to the councils and senates as indicated above. Consistent with
the declared policy of separate development the de Wet Nel Commission en-
visioned the eventual "control and responsibility" of these institutions
by the concerned "national units" (1958:par. 58). Ten years after
autonomy, the councils of these universities were still predominantly
white. In the case of the University of the North, out of a total of 18
members, only 8 were Africans including the rector who is ex officio (Unin
Calendar, 1980.18). I he Senate had a total membership of 68. Of the 39
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professors on the Senate only five were African. Flve of theri r seventeen
senior lecturers were African r th representatives of the Council on
the Senate were white. One of the two librarian representatives was Afri-
can. The rector who is the chairs of the Senate was African and the
registrar who is the secretary was white. The six members from corres-
ponding faculties of other universities were white (Unin Calendar, 1,80:
20). Of the seventeen ambers of the University of Fort Hare Council,
seven were African. 12 Eleven (18 percent) of the 61 members of the Coun-
011 W<!re A£riCan
' °" ly
^-en ^Id a full professorship, two
were associate professors and five were hostel wardens (Fort Hare Calen-
dar, 1980:A12-A13)
. Afrikaner surnames are in the majority in the Coun-
cils and Senates of both universities. Because of the general uniformity
of government policy it is reasonable to assume that this is the case at
the University of Zululand. By 1980 the universities of the North and
Zululand had African rectors. 13 It is quite remarkable that an institu-
tion as old as Fort Hare has not had an African rector in its long his-
tory. All of the deans of faculties at the three institutions were
white (The World of Learning
, 1980).
The Department of Bantu Education gives the following figures (Table
5) for administrative posts at the three institutions for 1975 and 1976.
Closer examination of the administrative gradations reveals a struc-
ture of domination based on racial criteria and reflective of the African
occupation on the racially-based social pyramid.
In virtually all of the commissions (Eiselen, Tomlinson, Holloway
and de Wet Nel) discussed in Chapter III above, especially the Tomlinson
Commission, stress was put on total socio-economic development of the
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R . i „ Table 5
^^L_CoiilP£sition of Adminis tr.Hu. staff At tv, „ •
White
Fort Hare
The North
Zululand
Total
1975 1976 1975
20 50 101
37 41 27
31 45 40
108 136 168
African
Source: Department of Bantu Education
^™iIJ*eports: 1975 and 1976.
1976
43
34
37
Total
1975 1976
93
75
82
121
64
71
Bantu homelands and the vital role education would play in this process.
Parallels with similar concerns in independent African countries were made
and, needless to say, white South African unrversities are said to have
Played a key instrumental role in the development of the country. To de-
termine the extent of commitment to the use of institutions of higher
learning in the developmental process it will be necessary to compare the
academic content, structure, certain inputs and outputs at the segregated
African universities with those of whites in South Africa and their
counterparts in other African states. This is particularly relevant in
light of South Africa's claim that the segregated system of education will
provide Africans in South Africa with "an education second to none" (Edu-
cation for Success, 1965:7) and there is an excessive fondness to compare
South African blacks with those in other African countries.
An examination of the portfolio of faculties indicates a strong
liberal arts orientation at the South African black universities. All
three have arts, law, science, education and theology. All three univer-
sities are reported to have a large number of teachers in the latter
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faculty (Meyer, 1976:371)
The government has sought to make capital out of what it asserts is
a broad provision of courses in the humanities, and social sciences as in
any white South African university. Critics, however, have pointed out
that while that may be debatable ,• +.y D , it is nevertheless not the issue. 16
in
The issue in the critics' uim, •ew, is the orientation of the perspective j
many of the syllabi in these areas. A perspective, they charge, the
diminutive African universities derive from their Afrikaner volksnniver -
Eiteit models (Manganyi : 1977)
. A charge that is not without^n^n
as it had been adumbrated in the de Wet Nel Commrssion hearings and bears
full proof in the racial composition of faculty and staff at African uni-
versities. An example of the Afrikaner orientation in history was demon-
strated by a student's complaint at the University of Zululand when he
said: "We are tired of spending months tracing the origins of apartheid
to the English just to satisfy the peculiar biases of Afrikaner lecturers;
we want to learn about achievements of Africans” (quoted in Meyer, 1976:
371). Official emphasis on South African history and culture is on Afri-
can ethnic differences and the backwardness of the latter while extolling
the gallantry of the "white Christian civilization."
Although there is a sprinkling of International Law, Roman Law, Com-
parative Law and Jurisprudence in the Law faculty curriculum, much of the
emphasis, however, is on such courses as "Bantu" Law, Criminal Law, Mer-
cantile Law and Private Law. The thrust of the latter courses is pat-
terned after the administrative-judicial structure and the political eco-
nomy of the so-called homelands. They are designed, as one observor
noted, to inculcate "order, obedience and industriousness
. .
.
qualities
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"hich imperial rulers desire i„,nn a •
1971- 171 Th
1,1 SUbjeCt """
< G^tschol k
,
• e skills needed by the petty merchant and bureaucratic func-
-naries— ho serve in the
"homelands.- apparatus” are ottered in
C uster Of courses in the law faculty Thy * e science curriculum and
Preparation is 8eared to produce science teachers and hardly any attention
^
^ 8iven to basic research nv t-vc • nin8 ln aPPiied scientific fields linked
with technological develonment \iu a-p nt. What 1S noheworthy in comparison with
the white universities with m
’ the exception of the Rand Afrikaans Univer-
sity which is fairly new flQAA'i •), IS that the undergraduate curriculum of
white schools is not exclusively liberal arts.
None of the three black South African universities have a faculty of
engineering (or mining) while their counterparts, of roughly the same
age, in Kenya and Nigeria have well developed faculties of engineering
Most white South African universities have engineering programs as a mat-
ter of general principle. The 1966 Department of Education, Arts and
Science annual report lists twelve different departments of engineering
available at five of the nine white residential universities (p. 44).
is significant especially in that enrollment of Afrikaans- or
English-speaking students at any white university does not require special
Ministerial permission as is the case with Africans-an administrative
handicap which not only discourages many African students from applying
but acts as an unduly severe screening device that eliminates many appli-
cants to this field. The same applies in the fields of chemistry, archi-
tecture, applied physics and many other "main lines of study."
A full program of agricultural science is offered only at Fort Hare.
The 1966 Department of Education, Arts and Science report lists twenty-six
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widely varying, fields of agriculture available at the white universities
especially at the Universities of Pretoria and Stellenbosch. The options
at Fort Hare are considerably restricted + u
( ort Hare Calendar 1978:267-8)
On the other hand, the universities nf v11X68 o Kenya > Nigeria and Tanzania offer
Agriculture
, Forestrv pnH \ 7 _Veterinary Medicine. The latter is available
for blacks in South Africa at- it the newly-created Medical University of
Southern Africa (established in 1976 for Africans only).
An illustration of the emphasis placed on certain fields in Kenya,
Nigeria and South Africa is shown in Table 6
. Using the estimated total
black (African, Coloured and Asian) population of 18,629,000 for ,976
(Survey, 1977,32)
,
the ratios of the professions as listed from A through
E t0 the t0tal are respectively: Law, 1:28,355; Medicine,
1:46,572; Engineering, none; Architecture and Planning, none; and
Agriculture, Forestry and Fishing, 1:161,991. For the year 1973 with an
estimated white population of 3,958,000 (Survey; 1974:49) the ratios for
the same fields are: Law 1:939; chemists, doctors and dentists, 1:346;
and architects, 1:2, 133. 19 With the substantial increase in white student
university enrollment since 1973 the white ratios have moved downward sig-
nificantly
.
It is estimated that in 1976 there were only 216 black graduates (in
contrast to 3,516 whites) in the fields of architecture, medicine, dentis-
try, engineering, law, agriculture and veterinary science (Thomas, 1981:
121 ). Furthermore, as recently as 1979 there were no "more than ten Afri-
can engineers and certified accountants (compared to several thousand
whites), no African corporate lawyers, and less than 100 Africans who
would be described as managers, of whom less than 20 hold senior
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positions" (Smock, 1981:!). This serious shortage of trained African
management personnel was echoed in a June 8, 1981 Business Week article
entitled "South Africa's Need for Black Managers" which estimated that
only
.2 percent of the African workforce can be classified as occupying
management positions.
Except in the case of law, enrollment of African students in the
other four fields shown in Table 6 lag behind those of Kenya and Nigeria
thus nullifying the claim that education for Africans is '’second to none."
Between 1976 and 1980-except again in the case of law-African student
enrollment in the other four fields had not reached the modest Kenyan
levels. The 1980 enrollment figures at the three ethnic universities are:
Law, 934; Medical and Health-related fields, 418; Engineering, 0; Archi-
tecture and Planning, 0; and Agriculture, Forestry and Fishing, 141 (DET
Annual Report
, 1980:451-458).
—
Students and Universities
. In 1980 there were eleven white universi-
ties (including the correspondence University of South Africa) serving a
total of 120,290 white students compared to a total of 37,934 students in
1970. During the same year, 1980, there were five African universities
(including the black Medical University of Southern Africa and Transkei--
however figures for these two are not available) with a total student
population of 18,429. Of this, 6,929 (37.5 percent) were enrolled at the
three African universities, 10,687 (57.9 percent) at the correspondence
university of South Africa and the remaining 813 (4 percent) at the white,
Coloured and Indian universities (Survey, 1981:538). There were 1,901
African students pursuing university studies in 1960. While the annual
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university student gcowbb rates tor the African and White popuiations has
been on the average, 5 percent, the disparrty in ahsoiute terms is stag-
gering. At the current growth rate of ^ n . ,g mn 5 percent the African student popu-
lation will barelv reach non k, *-uY 30,000 by the year 2000-a far cry from the
figure of 50,000* projected in the Snyman Commission report (1975:7.4.2.8)
this projected African university enrollment by the year 2000
the annual growth rate has to be a minimum of 9 percent.
Table 7, which compares South Africa's enrolment figures at the uni-
versity with three other African universities per 100,000 inhabitants is
more revealing. In 1960 there were 19 African students compared to 1,006
White students per 100,000 inhabitants within the respective populations.
The figures for 1977 are 67 and 2,574 respectively, and for 1980 they are
2,567 indicating a decline in the enrolment proportion of Africans
at the university level in the last three years since 1977. The numbers
in brackets indicate the magnitude of the differential between the two
populations
.
When comparing the representation of Africans at universities in
South Africa with that of their counterparts in Kenya, Nigeria and Zambia
it is quite plain that with the exception of I960, black South Africans
have lagged far behind even with respect to Nigeria which has a population
at least three times as high as that of black South Africans.
Behr (1971) has observed that "in respect ... of its white popula-
tion, South Africa has one of the highest proportions of university atten-
dance in the world." The ratios he gives for more or less comparable
“Another government document estimates that in the same year there will
be 60,000 African university students.
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TABLE 7
100 ,000 Inhabitant,
1960-1977
Country 1960 1965
Kenya 4+ 32
Nigeria
South Africa
5+ 16
Africans* 19** 20
Whites 1006 1494
(53) (75)
Zambia N. A. 9
“Figures include African students
1970 1975 1977
69 95 104
39 68 98
30 44*** 67
1941
(68)
2297***
(52)
2574
(38)
35 175 179
enrolled at white universities
'"enrolled
3 f“ C0l0«ed “« indents still
***iQ74 figUres
+These figures do not include the many Kenyan and Nigerian studentswho were studying in overseas universitiel in i960.
8
Similar oppor-unities for black South Africans are virtually non-existent.
UNESCO Statistical Yearbook 1970
UNESCO Statistical Yearbook 1980
Survey (1961, 1963, 1966, 1971,
(1971:300, 304)
(1980:425-425)
1975, 1976, 1978)
Source
:
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TABLE 8
Ratio of University Attendance to Total Population
South Africa
United States
Canada
New Zealand
Australia
United Kingdom
1900
1:400
1911
1:1,133
1959-60
1: 97
1: 50
1:153
1:152
1:199
1:458
Source: (Behr, 1971: 243)
years between South Africa and some western countries are shown on Table
8 below.
Thus, on one hand, education for white South Africans compares favorably
with that in most developed countries, while on the other hand, that of
blacks can hardly claim a distinguished status in the lower ranks of the
underdeveloped. The Rockerfeller Commission Report points out that "South
Africa has a smaller percentage of its African population at the univer-
sity level than do Ghana, the Ivory Coast, Kenya and Nigeria" (Thomas,
1981:113).
—
Expenditures
. On the average 75 percent of white university revenues
come from the State through the Revenue Account, while African Universi-
ties receive nearly 100 percent of their revenues from the State. During
the 1978-79 academic year, State expenditures for white education were
R178 , 855 , 000 ($205,683,250) compared to R29,855,000 ($34,333,250) for
Africans (Survey, 1981: 537). In 1970-71 a total of R47,146,000
($68,361,700) was voted by Parliament for white universities (Survey,
1971:242) as opposed to R3, 541, 845 ($5,134,450) for African universities
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TABLE 9
(in Rands)
Fort Hare
The North
Zululand
Cape Town
Natal
OFS
Pretoria
Stellenbosch
Witwatersrand
1963
2135
1291
1714
NA
NA
NA
NA
NA
NA
1970
1867
1072
1433
581
659
583
530
609
613
1980
2030
2548
2958
2465
2748
2606
2179
2548
2274
NB: Capital Expenditures are excluded.
Source: Horrell, 1968:119
Survey, 1971: 242
Survey, 1981: 537
(DET Annual Report, 1975:122).* The per capita expenditures fQr ^ Am_
can universities and a few white universities were as shown on Table 9:
The unit cost per student in African universities has remained ex-
ceedingly high even if the inflation factor were discounted, because of
high capital costs and smaller enrolments as compared to white universi-
ties (Malherbe, 1977: 628). It is on account of this financial cost that
the Holloway Commission (1954) had recommended against the establishment
of numerous black universities, a proposition that, according to the Com-
mission, did not offer economies of scale. The foreboding of the Holloway
Commission has thus been confirmed. African students could not afford
the high cost of university education were it not for a massive State,
homeland" governments and private agency subsidies through non-repayable
1978 Exchange Rate: R1 = $1.15
1974 Exchange Rate: $1 = $1.45
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bursaries (grants) and loan bursaries. In 1978 the Star 1y '° te alone provided
2,467 bursaries (approximately 55 percent of the students enrolled at the
three African universities) amounti„g to a total of $1> 035,558 (Survey,
1980:559). At the Unrversity of the North alone the sum total of bur-
saries and study loans for ,980 was R490,371 ($583,541). 99.27 percent
went to bursaries while 0.73 percent was allocated for study loans
(Hector's Annual Report, 1980:14). Usually these bursaries or grants are
provided to "students taking specified subjects who agree thereafter to
work for the Department (Bantu Administration and Development) or a Terri-
torial Authority
.
.
.
." (Survey, 1971:250). This seemingly benevolent
act in which the State determines the study areas for which financial as-
sistance will be available and the "interlocking governmental network in
providing employment" turns into an ugly source of intimidation "in which
one false move could end prospects of any higher education as well as
chances of employment in the future" (K. Adam, 1971:207).
For several years the per unit student cost at white universities
had been lower than that at African universities. In recent years, how-
ever, due to larger appropriations as a result of the expansion of white
universities, the per unit cost has increased to a level comparable to
that of African universities. It should be noted, that if capital ex-
penditures are subtracted (and these will surely decline in due course)
the per capita cost at the African universities is considerably less than
that at white universities. Having excluded capital expenditures for 1973
at the University of the North, the Black Academic Staff Association com-
puted the per student cost to be R180 which, for that year, constituted
35/(,, 24/4, 27/4, 31/4, 31/,, 30% and 21% of the amounts spent per student at
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the Universities of Preton;) un,„fna, Witwatersrand
,
Cape Town, Stellenbosch
Pochefstroom, Free State and Rhodes, respectively. (Nkondo 1976:47-48)
Salaries and conditions of employment for Africans at the African
not comparable to those of whites. According to BASA's
figures the white-hlach salary ratio in 1975 was 100:80, a proportion
similar to that which prevailed in 1960. An example of the disparity is
demonstrated by the following salary scale for 1969:
TABLE 10
Lecturers
Professors
Sgl^iy_Scale_of White and Black Profe.^ nv-c i 969
Whites
R3 , 300
115,280
Coloured People
and Indians Africans
R2 , 790
R4 , 800
R2 ,610
R4 , 200
Source: Nana, 1971:33
Between the two periods (I960 and 1975) there were fluctuations which
sometime plummeted to 100:65 (Nkondo, 1976:27). Following widespread com-
plaints from African lecturers about the salary disparity it was announced
by the deputy Minister of Bantu Education (1978) that there will be parity
between the salaries of African and white academics but that the dif-
ference between the salaries will not be taken from the State treasury
but rather from the African universities’ own funds (Survey, 1979:450;
Hotz
,
1978).
Furthermore, BASA (1976) complained about general conditions of em-
ployment for African lecturers asserting that there was discrimination in
hiring and promotion at the African universities; that the white staff
was being payed a special "inconvenience allowance," 20 that housing for
white academics was significantly superior to that for Blacks"; and that
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white academic staff Had a clubhouse for social activities when the black
Sta“ had n0ne
' M°St — fUl
- BASA was the indifference o f tHe
white academic staff to rtv.-1 0 tne grievances of the aLn Diack academic staff
(Nkondo
, 1976:28-31). THese grievances, among other things, indeed pre-
pitated the en bloc resignation of BASA from the official and predomi-
nantly white Dosentevereniging (Wolfson, 1976 : 21 ). 21
^f£l£gna_zation
: Promise and Reality
According to the policy of separate development all black institu-
tions were ultimately to be run and controlled by the respective ethnic
groups designated to them. Africanization of administrative staff and
faculty at the University of the North in particular became a contentious
issue. The Jackson Commission (1975) which investigated the status of
Africanization believed that there were certain facts that were indispu-
table. The first was that the call for Africanization which had been at-
tributed to the South African Student Organization (SASO)
,
had its basis
in the promises made by the Government when the Extension of University
Education Act was passed in 1959. Wolfson in his 1976 summary report of
the Jackson Commission findings notes that: "No one said how much con-
trol would be transferred to blacks but it was obviously intended that
white academics would be slowly replaced by blacks, even if the process
might never be completed" (Wolfson, 1976:84).
In 1976 the Minister of Bantu Education gave the following informa-
tion about the staff at African universities as shown on Table 11.
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Professors
Africans Wh i t e s
Senior Lecturers
Africans Whites
Lecturers
Africans
1(2)*
6(18)
2(8)
44(98)
28(82)
24(92)
5(9)
5(13)
4(8)
52(19)
33(87)
47(92)
20(39)
36(51)
17(41)
73 89
TABLE 11
§^j^_jt_African Universities i n 1976
University
Fort Hare
Turfloop
Zululand
—
* 96 14 Oy
The figures in Table 11 indicate the sluggish pace at which African-
ization had taken place in sixteen years (1960-76) of the African univer-
siUes' existence. In 1969 there were 241 black and white teaching staff
in the three African universities. Thirty nine (16%) were African and
202 (84,4) were white (Survey, 1969:216).
In 1976 the aggregate figure of teaching staff had increased to 413,
of which 96 (23%) were African and 317 (77%) white. For 1980 the total
teaching staff had increased to 621 of which 108 (29%) were African and
441 (71%) were white. Although the aggregate figures given suggest prog-
ress this is not the case upon a closer scrutiny of the racial composi-
tion within rankings. According to the 1976 figures in Table 9 the ma-
jority of lecturers are white in two of the three universities. In the
third one, the University of the North, the numbers are almost equal--36
or 51 percent African and 34 or 49 percent white. It was the preponder-
ance of African faculty at the bottom rung and their insignificant repre-
sentation at the higher levels of the professoriate that was, inter alia
,
the grievance of the Black Academic Staff Association in 1975 at the Uni-
versity of the North. Less than a fifth of the African faculty had a
158
senior ieeturer rankcng in ali the three institution. In 1980> twenty
years after their estabUshment and ten years of auconomy, the three „ri-
can universities were still aa long way from achieving the goal of Afri-
canization as promised in the de w^i mq i r ,cn Wet Nel Commission (1958). (The picture
becomes even more dramatic at the administrative level). Graphically
then, a pyramidal structure emerges, with the white faculty dominating
the top with most Africans occupying the bottom rungs of the teaching
staff
.
BASA's response to Commissioner Snyman's questionnaire catalogues an
extensive list of African faculty who, it alleges, had comparable or even
superior academic standing than their white counterparts being by-passed
in appointments and promotions (Nkondo, 1976:28-31). In the same ques-
tionnaire, BASA contends that "promotion in the case of the white acade-
mic staff is often much faster than in the case of Africans. Whites some-
time head departments with only an honors degree to their credit. This
never happens to Black persons" (Nkondo, 1976:28).
An examination of the racial staffing profile at all of the univer-
sities in South Africa demonstrates the racial imbalance in very stark
terms. See figures in Table 12.
White universities have a virtually exclusive white faculty. Afri-
cans teaching at white universities are mainly in the African languages
departments. White faculties are in the majority in all of the black
universities. With the exception of the Coloured University at Belville
in 1978, there was hardly any exchange of faculty among the black univer-
sities, a point raised by BASA in their response to Commissioner Synman's
questionnaire. In keeping with the government policy of ethnic fragmen-
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TABLE 12
Number of
Year 1977
Universities
for
:
Whites
Indians
Coloured
Africans
UNISA
Iii£turers
^
at All South AfH r 3n Universities
:
White
57453
Indian Coloured African
64 6 20177 78
Not Available
301
668 -
-
133
10
Year 1978
Universities
for
:
Whites
Indians
Coloured
Africans
UNISA
White Indian Coloured African
6,080 38
193 96
253 6
Not available
731
27
1
11
1977-78
Total
5,543
225
434
678
Total
6,154
289
313
742
Source: Survey 1979: 450.
tation through isolation as mandated by separate development there is no
exchange of black faculty among the ethnic universities.
The Snyman Commission acknowledged the need for Africanization stat-
ing that "a true interpretation of the policy of separate universities
for Blacks, the ultimate goal must be to transfer each university to its
own population group to be administered on its own account” (Snyman, 1975
par. 7. 4. 2. 4). Nevertheless, in rationalizing the slow process of Afri-
canization the Commission invokes the principle of guardinship which pur-
ports to provide adequate assistance to the African universities. In-
terestingly, despite the acknowledgement of the legitimacy of Africaniza-
tion within the context of separate development, the Commission concludes
its report on this relevant question by stating that Africanization is
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"virtually an unattainable ideal" (Snyman, 1975: par. 7. 4.2. 6). 23
It has already been noted that the overwhelming majority of acade-
the ethnic universities are white (Fort Hare Calendar, 1978;
Zululand Calendar 1976 Tim'ra r i j
’
iy/b
>
Unin Calendar, 19801 Thai-
. ihat, of course, in itself
is not a problem under conditions of normalcy. But this is not the case
“ S°Uth MriCa 6SPeCially ^^ cthno-particularistic institutions as
many of the white academics outrightly subscrrbe to white supremacy or
advocate the policy of separate development (Nkondo, 1976:20; Manganyi,
Meyer, 1976.370). This is particularly contradictory given the
government's policy to promote African values and self-determination. A
U.S. academic who spent the 1972-73 academic year lecturing at the Uni-
versities of Zululand and the North made an observation which sheds light
on some of the motivation behind-in addition to trusteeship and motivated
paternalism-
-the "unattainability" of the ideal of Africanization, by
stating that a "majority of them quietly enjoy their advantages as whites
and do not relish the prospect of being replaced by Blacks. Certainly
many see themselves as permanently employed in their present positions"
(Meyer 1976:369). This is particularly ironic and contradictory in light
of the government's declared intention to promote a healthy cultural
development given that racially prejudiced academics hold nothing but con-
tempt for African culture.
On the other hand the Jackson Commission sounds a less stringent note
on Africanization although in its conclusion it refrains from setting a
schedule for the progress of Africanization. It notes:
All the Committee can do at this stage is to advise the Council
to move urgently for the advancement of Africans in the acade-
mic scene and to undertake to appoint them as soon as they have
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ar^capable^ofk'assuming^he
^n^^lT^cuTal
3^ reSearA
.
that they
mg senior posts in a university (Jackson^m"
:
45 - 46 )
Y ^ h° ld ‘
Contrary to the policy of separate ethnic institutions of higher
learning intended to consolidate the fragmentation of the various ethnic
groups and to produce docile individuals content with their destiny in
the "homelands," significant numbers of African students and staff have a
broader outlook. They project their aspirations not at involvement in
the "homelands" but at the larger society. They see themselves as in-
extricably linked with the whole of South Africa and not belonging to
ethnically-determined, small government-created entities. With a curricu-
lum that contains both universal concepts-albeit to a limited extent-and
apartheid education with all that it entails, it appears that the dialec-
tic is moving in the direction of the former. Thus, the "culture” of
Bantu Education contains in it elements that are contradictory to the ex-
pectations of established policy.
Conclusion
Twenty years after their establishment, and ten years after the
granting of autonomy, the ethnic African universities had witnessed ex-
pansion in student enrolment and an attendant increase in staff-faculty
positions. There was an increase in African representation in Councils
and Senates but in far lesser proportions than they are represented in
the general population. When two of the universities finally appointed
African rectors their role was more symbolic than substantive because of
the entrenchment of white administrators. Public pronouncements of
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devotion to autonomy and academic freedom were contradicted by widespread
proscriptions not only of students but of faculty and staff as well. Al-
though the campuses are physically splendid, the academic programs at the
ethnic universities lagged far behind their white counterparts in South
Africa as well as elsewhere in Africa. In these twenty years of institu-
tional development, a tradition had emerged that projected the African
universities as diminutives of the Afrikaner volksuniversitei to thus con-
tradicting the officially-declared ideal of African authenticity, on the
one hand, and, on the other hand extending to the university environment
the socio-political realities of the exterior social order. These factors
were to serve as vital ingredients in the student culture and in their
motivations and behavior.
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his contrasts sharply with the idea that under normal conditions of
university autonomy and academic freedom which would encourage cre-
ative scholarship, academics ought to be viewed as members of a soci-
ety and not as state employees with all the prohibitions attendant
to the latter group. For a discussion on the nature of the society
of scholars see E. Ashby, (1966:296).
6. A few concrete examples will illustrate the state of affairs at the
African universities. In the late sixties Professor Moloi of the
University of the North criticized the Bantustan policy as unviable
and that homelands" served as "labor reservoirs." He quoted ex-
cerpts from a former Prime Minister to substantiate his remarks.
Although these remarks were made at an academic forum he was summoned
to an academic disciplinary committee and severely reprimanded for
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The formula for the representation of "homeland” authorities in thesecounci s was. at Fort Hare, the Ciskeian Government would have two
representatives, two for KwaZulu and one for the KaNgwane Government;
and at the University of the North, one representative each appointedby the governments of Bophuthatswana
,
Gazankulu, Lebowa
,
Venda andQwaQwa (Survey, 1978:529).
11.
Although the separate African universities had become independent
they had no representation in such important bodies as the Committee
of University Principals (a separate body for the ethnic groups hasbeen created viz. the Committee of University Rectors) and Universi-
ties Advisory Committee. Only white universities were represented
in these bodies.
12.
The position of Convocation representation on the Council was vacant.
If this position were filled it would bring African representation
to 8.
13.
Professor W.M. Kgware was appointed rector of the University of the
North in 1977 and Professor A.C. Nkabinde was appointed to the same
position at the University of Zululand in 1978.
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the Industrial Sociology Department of the University of Cape Town,
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Fellow in the African Studies Institute at the University of Wit-
watersrand, Professor Manganyi
,
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mathematics at the University of Witwatersrand
.
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CHAPTER v
NATURE OF AFRICAN STUDENT CULTURE
The preceding two chapters discussed the historical develops, the
institutional structure and policies that specifically affect the African
ethnic universities. The principal legislation and subsequent amendments;
the administrative rules and practices; the staffing patterns-and con-
trary to Upset's generalization (1967a :5)
-the not-so-vague ethos of at-
titudes and sensibilities constitute the definitive "official culture" or
"institutional ethos" of these universities. This official culture has
both an objective and existential moment which shapes the attitudes,
values and aspirations of students. This "action" on the part of the of-
ficial university culture triggers a dialectical process which, in
general, reacts either positively or negatively. To the extent that the
African ethnic universities have been described as the diminutives of the
~
rikaanS HPiversiteite (Manganyi, 1977) they can be classified under
Klineberg s et al ideal type of conservative and nationalistic universi-
ties (1979:196). But unlike this ideal type the African students who at-
tend these universities, because of their experiences both within and
without the universities, are not conservative in political orientation.
The student reaction is negative and can be characterized as a "culture
of resistance." In this chapter we will endeavour to define what student
culture is in black South African universities, especially its form of
resistance and manifestations.
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Context of Student Culture
Before defining "culture" it is necessary to conceptualize the uni-
versity as a miniature society in which individuals operate and relate to
one another. Indeed, Coleman (1966) has observed that student subcultures
have "many of the accoutrements of a society." This institutionalized
miniature society has its goals, ideals, mores, values, expectations,
rules and regulations governing modes of conduct and a pool of knowledge
for which those who are there have intentions to acquire. These proper-
ties are the elements that are generally considered to be the integral
parts of the culture of societies. For instance, E.G. Taylor who is con-
sidered to be the father of anthropology has defined culture as "that com-
plex whole which includes knowledge, belief, art, morals, law, custom and
any other capabilities and habits acquired by man as a member of society"
(quoted in Cole, 1982:61). While there is somewhat consensus on the
formulation that views "culture as the way of life of human beings" there
are still some probing questions, according to Cole, on whether culture
is the patterns of behavior" or the "patterns for behavior." In the
anthology Anthropology for the Eighties
,
Cole (1982) utilizes the two ap-
proaches as both are valuable in the understanding of culture. The first
approach considers culture as something that "can be studied directly be-
cause it refers to observable acts." In the second approach "culture can-
not be studied directly, because it is ideas, concepts, and knowledge that
are expressed in and underlie observable behavior" (p. 61). In the
present study, however, the key defining variable will be the underlying
knowledge (or experiences) outside the university environment that
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influence student culture.
Ihe two fit very well in tho h
So fh „ . .
e deSCriPtl°" culture in blackU African universities. The first approach is easy because, as it
states, we can actually observe behavior as this expresses attitudes
values, beliefs and aspirations. In the South Af •6 °U rican context the second
approach is somewhat complex. Because
-it
•i is a racial caste system the
society is deeply divided not only political lv h t- nY P l y bu culturally as well as
there is no declared ideal of a common South African society and culture-
"" for the transparent economic reasons-as is the case in other coun-
ties. Thus
,
there ls no_ socleui referenc£ pQint ^ ^
value system that both the dominant white racral group or the subordinate
hlach group share) whose assumptions, unequivocally, guide the attitudes
and behavior of students. The State does have a culture that it wishes
to promote or foster through its educational/ideological apparatuses
(Rose, 1965; Robertson, 1973- Troun I 97 h- n,’ /o, i p
, 1976, Christie and Collins, 1982).
Given the observable behavior of students at the universities it can be
deduced that the underlying ideas, concepts and knowledge are traceable
to an external (outside the university) political culture among their
racial group that negates the dominant ideological hegemony. Some of
these factors will be discussed in the next chapter. In this chapter,
however, the focus will be on the first approach.
A
' gtodent Values and Aspirations
. African students who finally get ad-
mitted to university are motivated by the idea that university education
will equip them with the requisite skills for eventual employment after
graduation. (These students are survivors of the long and checkered path
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of a disabling educational system that results in an overwhelming major-
ity of African students not making it to the secondary level.) Along with
employment is the expectation that they would earn a higher income and,
therefore, a better life and status than their struggling parents. An
interesting observation is that in the decade of the seventies, much of
the African students’ organization effort-along with consciousness
raising-was in community projects. Studies of high school students by
Turnmer (1969) and Perry (1974) demonstrated that students placed a high
value on community service and secondary consideration on salary. A pos-
sible explanation for this is the awareness on the part of African stu-
dents that the social/political system does not permit mobility outside
their prescribed ethnic groups and that the only solution to this rigidi-
ty is by engaging in community activities. Although such activities con-
centrated on health and literacy improvement, the SASO literature suggests
that these projects were politically inspired. The blunted aspirations
were sublimated in community projects which, if successful, would bring
about the ultimate achievement of their objectives. Another indication
of the students' values and aspirations is expressed by the tendency of
their organizations, be it the SRCs or SASO, to be predominantly value
(society)-oriented instead of being norm-oriented or "etudialist" . This
tendency is expressed in several of the Commission reports to be discussed
later in this chapter.
B. Student Attitudes . The general attitude of the African students
towards the ethnic universities is negative. This is so because:
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(1) since their inception these institutions have been viewed with
suspicion and attendance is due mai nly to State-i raposed re-
strictions at the white universities and the financial incen-
tives made available through "easy" bursaries and loans; 2
(2) the predominance of especially Afrikaner professors and ad-
ministrators is a sore spot. Although some studies indicate an
African "preference" for the Afrikaners because of their alleged
forthrightness (making it easy to deal with them politically)
there is a plethora of evidence that at the same time demon-
strates an intense dislike for the Afrikaners precisely because
of their severe and unpretentious oppression of Africans. This
attitude is pervasive on the campuses; and
(3)
the perceived lack of control-although in two of the three in-
stitutions Africans hold the highest authoritative position of
rectorship—by African faculty and staff in institutions that
were designed and established for them.
Absent from these institutions are the basic elements that make
healthy human organizations. What is missing is loyalty to the overall
purpose and mission of these universities, identification with the majori-
ty of faculty and staff and, consequently, a sense of institutional be-
longing. There is thus a generalized crisis of authority or what Koplin
(1968:378) refers to as a condition in which the students do not ascribe
legitimacy to authority". This attitude is very much a part of the Afri-
can university student culture in South Africa.
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C.
* Reference was made earlier to the fact that stu-
dents on a university campus constitute a miniature society with its own
plex intra and inter-relationship with other segments within and with-
out the campus environment. Attitudes, values, expectations, ideals and
behaviors are part of the experiential repertoire students bring with them
to the university campus at which point the trajectory of the development
of these constituents very much rests on the character of the official or
institutional culture. During their residency on the university campus
students as individuals and in groups develop a particular identity
vis-a-vis the institutional ethos. Cole (1982) has observed that within
the U.S. context "there is a baseline of shared values, experiences, be-
haviors, and expectations common to students" (p. xvii). In the South
African context, Beard (1972) has observed that African students entering
fort Hare bring with them "common experiences in White South Africa."
The general humiliation and subjection to "White superiority attitudes
. . created a bond which formed a basis for their political socialization
and hence their political mobilization" (p. 158). The student society at
Fort Hare was highly integrated "with its own mores
,
its own mutually
recognized identity, and a cherished esprit de corps " (p. 159 emphasis in
original). In the case of the University of the North, both BASA’s re-
sponses to Commissioner Snyman's questionnaire and the Commission's report
refer to a common identity among the students as expressed particularly
through their organization SASO. In this case it is a culture which ex-
presses itself in strong political terms, where, as in the case of Fort
Hare, the most important thing in life is the 'political struggle' and
"the distinction between university politics and national politics was an
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artificial distinction with little or no meaning except at the tactical
level (Beard, 1972:162). At the University of Zululand the "apathy" ob-
served by van Wyk (1978) was only insofar as KwaZulu politics are con-
cerned, which is an indirect indication of their opposition to the govern-
ment's separate development policy. On the contrary, however, he notes
that "SASO has been the only notable interest group on the campus of the
University of Zululand” (p. 137).
To be sure, this is not only an expressive student culture, but
clearly instrumental in that it seeks to effect political changes. Not
all of the students are active participants in this culture but there is
an active core which has a sizeable sympathetic constituency that can be
mobilized with relative ease-even in the face of severe repurcussions
this may incur-because of the common experiences both within and without
the university campus. The influence of the active core is recognized by
both Beard (1972) at Fort Hare and Snyman (1976) at the University of the
North.
The four student subcultures identified by Trow and Clark (1966) in
the U.S. (viz. collegiate, vocational, academic and noncomformist) lack
uniform saliency in the South African context. The collegiate subculture
is by far the least observable. The vocational and academic subcultures
while providing strong motivation for pursuing university education ini-
tially, are ultimately smothered by institutional handicaps resulting in
the development of a widespread non-comformist subculture. This is what
might be aptly called the African student "culture of resistance" which
contradicts the official institutional culture and government policy. The
following section intends to briefly explore the origins and expression
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of this culture of resistance" among African university students. 4
"Culture of
In concluding his study to determine the extent to which Bantu Edu-
cation was designed to promote the achievement of African self-develop-
ment," Murphy (1973) postulated a hypothesis,
that the curriculum of Bantu Education with its basicaltern character can be exocctcH t r, a t ally wes-
TMc in «. .* pe ed to develop its own 'culture'.
.
. his in turn will
.
.
. iea d to educational outcomes dif-rent from those intended by the South African Government At
ie expect" °to
Wh°^ Und- Education canb ed emerge possessed of ideas of democracy proeres-
1973:237)
1Ca " deVelopment
’
and African political power (Murphy,
It is important to note that the first bona fide products of the
Bantu Education system graduated from the African universities beginning
in 1970, a period that became marked with incessant turbulence at these
institutions
.
With the ascendancy of the Nationalist Party to power in 1948, a
major transformation occurred catapulting laissez faire racial segrega-
tion into a systematic racial ideology that left no aspect of life, ab-
stract or mundanely routine, untouched. In further elaboration and re-
finement of the general policy, well-articulated differentiations were
introduced such as, micro, meso, macro and utopian apartheid. 5 To achieve
the grandiose aims of separate development, education was to be the
principal instrument. Under the Nationalist Party government, education
assumed a perspective in accord with their racialist world view which, it
is important to stress, had an economic rationality to it. B K. Adam aptly
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described this instrumental role in the following manner:
:
n :M ;J°
r edUC3ti °n t0 serve the Purposes of domination, the
society^
10
In th
necess ity, follow the model of the larger
• „
Y
‘
.
ls sense
’
the university is nothing more than amicroscopic representation of Nationalist aspirations, ideaL
f
va ues
- ocordingly
,
there is a hierarchical arrangement
tv ^f
aC
d
ing
,
’
mirrorin8 societal designations. The quali-y o e ucatron especially methods of instruction, reflects as
1971:201)
C
fmentS the surrounding racial structure (K. Adam,
It was with the aim of achieving this general framework that the
government passed the Extension of University Education Act (No. 45 of
1959). The act extended to the university level what had been accom-
plished at the pre-university level by the Bantu Education Act of 1953.
The 1959 Act enabled the Minister of Bantu Education and Administration
to establish the three ethnic university colleges as described in Chapter
III.
Besides being a classic case of divide et impera
,
this policy was
largely a projection of the Afrikaner's own racialist ideology onto the
affected groups thus entrenching the universality of apartheid within
South Africa.
Wliil e the curriculum in these institutions sought to impress the vir-
tue of uniqueness and pride in ethnic identity, it, at the same time, was
premised on the supposed supremacy of western concepts (Auerbach, 1965;
Murphy, 1973; Meyer, 1976). The location of these institutions in the
remote idyllic rural setting fit with the Afrikaner notion that the
8African was a noble being in the rural setting. Most of the administra-
tive staff came from the ranks of ex-civil servants and the institutions
became the "channel for launching Afrikaner graduates into the academic
realm" (K. Adam 1971:209). Imbued with their own Afrikaner nationalism
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the predominantly Afrikaner Q ,R staff emphasized the distinctiveness of the
nationalisms of the various ethnic groups. Having been socialized
throughout their educational experience to identify with their ethnic
group, Bantu Education began to form a "culture" of its own which was re-
inforced by the administrative and teaching functionaries.
This "culture" inspired, on the other hand, by universalistic con-
cepts still retained in the curricula, came to assume a life of its own:
an autonomous will, logic and momentum quite contrary to the dictates of
its forebear--the official curriculum. Separateness became a pervasive
demand of the African students as it became clear th»t • «.u a it was permissible
and in accord with the precepts of separate development. Yet the defini-
tion of separateness for the Africans was not based on ethnic lines but
it encompassed all ethnic or racial groups except whites as power rela-
tions became the defining as well as discriminating variable. Instead of
subservience it instilled collective pride; it upheld the notion of a uni-
tary South Africa instead of subscribing to the fragmentation of South
African society into disparate and antagonistic ethnic entities. It is
out of this vortex of contradictions that Black Consciousness emerged.
A ' B
_
lack Consciousness
. It does not appear to be accidental that the
concept of Black Consciousness 9 gained popularity in the late sixties.
Its expression roughly coincides with the first products of Bantu Educa-
.
• 1 0 Tion. in a sense, Bantu Education had been successful in reinforcing,
among Africans, belief in their own self-worth and not to be misled into
believing that the "green pastures of European society were meant for his
grazing." In March 1973, at a House of Assembly debate, Mrs. Helen
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Suzman, the Progressive Party member of
said that "the government had spawned an
which was, after all, only a by-product
Parliament, was quoted as having
indistructable black nationalism
of white nationalism" (Survey,
1974:344)
.
The formation of the South African Student Organization (SASO) had
its beginnings in a 1967 National Union of South African Students
f NUSAS) Conference when the African delegates were accommodated in the
township and not in the same facilities where the white delegates were
housed in town. Tensions had been festering for sometime in this white-
dominated student movement. For the African delegates this act of dis-
crimination demonstrated what was viewed as an example of the failure to
implement its rhetoric and the impotence of a white liberal organization
in bringing meaningful change in South Africa. Due to apartheid policy,
blacks in NUSAS were very few and saw themselves as a token minority that
could not effectuate meaningful change in the organization. As one of
the black members observed: "It does not help us to see several quiet
black faces in a multi-racial gathering which ultimately concentrates on
what the white students believe are the needs of black students" (Survey,
1971:245). The time had come to form a black student organization. Thus
SASO became officially established at a conference in July 1969 at
Turfloop. Black Consciousness was defined by SASO as follows:
i. Black Consciousness is an attitude of mind, a way of life.
ii. The basic tenet of Black Consciousness is that the Black
man must reject all value systems that seek to make him a
foreigner in the country of his birth and reduce his basic
human dignity.
iii. The Black man must build his own value systems, see him-
self as self-defined and not defined by others.
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f Bl3Ck C°nsci°™™™ implies the awarenessthe black people of the power they wield as a groupboth economically and politically and hence group cohesion
and solidarity are important facts of Black Consciousness.
v
.
Black Consciousness will always be enhanced by the total-ity of involvement of the oppressed people, hence the mes-
sage of Black Consciousness has to be spread to reach all
sections of the Black Community (Snyman, 1975:206
Annexure E) . ’
The divergence of the "culture of resistance" or Black Consciousnes
from the inferiority-inducing and ethno-particularistic intent of Bantu
Education thus becomes quite apparent. Elements of democratic and uni-
versalistic thought are expressed through the notion of "basic human dig-
nity," and self-determination through "self-definition." African politi-
cal power is expressed through the recognition of the "power they wield
as a group both economically and politically," and the need for "group
cohesion and solidarity." The recognition that blacks as a group are an
oppressed people further demonstrates the acquisition of critical think-
ing skills that are so crucial in embarking on a progressive African de-
velopment process. Bantu Education did not intend for these concepts to
be the outcome of its workings. Rather than produce complacent and obedi-
ent students with their defined role to serve in the "homelands," or to
simply "minister to the needs of the white economy" it has produced criti-
cal and self-assured individuals who wish to define themselves in ways
that will achieve the collective black interest. Instead of being princi-
pally concerned with their own ethnic group they espouse a comprehensive
notion of togetherness or unity.
Interestingly, SASO in fact was for a short-lived period regarded by
the government as a healthy development and given the same recognition as
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its ethnically-defined counterparts (NUSAS for the Engl
the Afrikaans Studentebond for the Afrikaans-speaking
Snyman Coromisson report observed about SASO:
ish-speaking
students)
.
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no need for alarm (Snyman, 1975:137, emphasis added).
Ihe Commlssioner obviously approves of the philosophy and goals of
SASO as long as they are consistent with government policy of separate
development. Any expressions of objectives beyond the official policy
intent are to be regarded as subversive. Hence the change in tone in the
Commission's report:
What is alarming, however, is the manner in which this organization implements its policy in its activities. The evidence be-lore the Commission indicates that SASO advocates violent
revolution and promotes racial hatred in South Africa(Snyman, 1975:137-8).
I hroughout the report, the Commission emphasizes what it refers to
as SASO’s "hatred for whites" or "anti-Whitism. " It is interesting, how-
ever, that SASO's policy manifesto specifically states that the exclusion
of Whites from the "struggle towards realizing our aspirations" is not to
"be interpreted by Blacks to imply 'anti-Whitism'" but merely a more posi-
tive way of attaining a normal situation in South Africa." In other
words, separateness is not a belief qua belief, but an expedient instru-
ment. To underscore the point, the SASO manifesto further states that
"South Africa is a country in which both Black and White live and shall
continue to live together" (Snyman, 1975:205). Despite such clear
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statements of purpose, the products of
istically
,
depicted as the ones who
The "culture” that has been spawned
apartheid education are, character-
are responsible for racial hatred,
is clearly at loggerheads with its
fountainhead
.
B
‘ Architects of separate
development viewed Bantu Education as the instrument by which macro-
apartheid would be achieved. Such an education, initially was to have
created an obedient and pliant semi-literate labor force to minister to
the needs of the basic mining and agricultural sector. In recent times,
however, the government has embarked on the development of technical and
vocational training centers in order to increase and to upgrade the skill
level of the semi-skilled labor force so as to alleviate the labor short-
age problem— in certain occupations
— induced by a steady growth in the
manufacturing and tertiary sectors (Malherbe, 1965; Wolpe 1977; Christie
and Collins, 1982). The expansion of the African universities is consis-
tent with the goal of producing an administrative corps to manage ethnic
institutions in the "homelands" and the bureaucracies of the urban so-
called Bantu Councils. 12 In the process, it is calculated, the African
would be transformed into a highly ethnocentric person without any desire
for broader national interests.
What has actually evolved is the opposite.
The virulent anti-Whitism" that is reported in the Snyman Commis-
sion is upon closer examination not akin to the philosophical tenets of
the Afrikaaner-apartheid policy. In responding to the charge made by the
Snyman Commission that SASO harbored an intense hatred for whites, SASO
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indicated that it simply was in favor of universities open to all racial
groups; universities that were committed to a search for truth and
promoted racial harmony (Survey, 1977:374). In its constitution SASO ex-
presses its belief in non-racialism by asserting that "South Africa is a
country in which both Black and White live and shall continue to live to-
gether (Snyman, 1975:205, Annexure E)
.
An organization that believes in racial exclusivity would not have
included as an article of faith the above statement in its constitution. 13
The retreat into an organization that does not accept whites is viewed as
tactical under the special circumstances of South Africa. Documentary
evidence indicates that SASO subscribes to the notion of an open society
free of racial oppression. Rationalizing the organization's restrictive
racial membership the constitution states:
SASO accepts the premise that before the Black people shouldjoin the open society, they should first close their ranks, to
form themselves into a solid group to oppose the definite
racism that is meted out by the white society, to work out their
direction clearly and bargain from a position of strength. SASO
believes that a truly open society can only be achieved by
Blacks (Snyman, 1975:206).
In its preamble to the constitution, SASO expressed its belief in
one national student organization but that at that juncture it was impos-
sible for students in black universities to participate effectively in a
national organization especially in light of the racial laws that bar
multi-racial organizations. The long view was that a national student
organization would be formed when the present prevailing conditions have
been eliminated. A similar view is, interestingly, expressed by BASA at
its formation:
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Ethnicity is viewed by SASO as contrary to its philosophy and the
interest of Black people. As indicated earlier, "Black referred not only
to Africans but also to Coloureds and Indians-an extraordinarily signi-
ficant development given the State's avowed policy of ethnic and racial
separation which was promoted through the school syllabi and curricula.
More revealingly, to be "black" was defined as "an attitude of mind, and
a way of life," an expression which embraces, at least theoretically, non-
blacks as well. According to BASA, most students at the University of
the North came from Soweto and because of the effects of urbanization and
industrialization on ethnic loyalties, ethnic identification is "really a
question of only historical or peripheral interest" (Nkondo, 1976:49).
Even the Snyman Commission report confirms this view by stating that
"there is sufficient evidence that the majority of students reject ethnic
grouping as seen by whites" (Snyman, 1975:158). Having argued that eth-
nicity is not relevant to Black students from urban areas, BASA goes fur-
ther to say:
. • the feeling of Black Consciousness espoused and articu-
lated by the students, derives a substantial degree of its
strength precisely from the affirmation that all Black people
are brothers
. . . united not only by common disabilities, but
common traditions, common values, and a common outlook about
life and society. Ethnic considerations also play no role what-
ever in the feelings of the Black academic staff. Indeed, in
many cases there is a resentment about the fact that the ethnic
origins of a particular applicant are considered relevant to
his appointment (Nkondo, 1976:86).
It is evident then that the dialectic of Bantu Education--as informed by
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esired by the policy makers (K. Adam,
K. Adam's prediction actually materialized during the decade of the
seventies and continues into the eighties. The ethnic universities that
were intended to produce a particular product instead produced quite a
different one.
At the high school and university levels, students called for the
abolition of Bantu Education and the institution of equal education (Sur-
vey, 1977; Kane-Berman, 1978; Herbstein, 1979; Hirson, 1979; Cillie, 1980;
Brooks and Brickhill, 1980; Nkomo, 1983). They went further to dissociate
themselves with the Bantustan policy which is the cornerstone of the
government s separate development program (Survey 1975:77). Having
described Bantu Education as being "irrelevant to the pressing needs of
the Black community" SASO set up an "education commission to study the
ways of making education of Blacks relevant to the community" (Wolfson,
1976:61). Community education and health projects, wherein students
taught literacy as well as attended to the health needs of designated
rural communities, were launched as a result (Survey, 1973:386)
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Moving on to another plane SASO opposed what it considered to be an
attempt to create a change-resistant Black middle class which will act as
a buffer between the white power structure and the vast majority of black
people
^
^(Survey
, 1977:374, Snyman, 1976:207, Annexure E; van Slambrouck,
1982). The short-lived Polaroid experiment and the Urban Foundation
efforts to provide bursaries for students were viewed with suspicion as
these closely resembled the government's recent campaign, at least a frac-
tion of the far-sighted Afrikaner Nationalists, to encourage the develop-
ment of a black middle class. The suspicion was not unfounded. Actually
the Snyman Commission called for the differential treatment of educated
blacks by recommending that a "reappraisal of the conduct of Whites in
general towards Blacks and more especially sophisticated Blacks.
With a little more courtesy and consideration in everyday contacts with
Blacks, the White public could do more than the university itself”
(Snyman, 1976: 147). Courteous treatment of this class, it is thought,
would not only improve race relations but maintain the status quo. This
recommendation appears to fuse with the general pattern of recommendations
and effects of the Wiehahn (1979) and Riekert (1979) Commission reports
on African labor and Influx Control, respectively. But even this strata-
gem appears to have become increaseingly transparent to a substantial num
ber of SASO members.
These negative reactions are indications of failure in the reproduc -
tive capacity of Bantu Education. Apartheid's quintessential doctrine of
divinely ordained human differences that have to be religiously adhered
to by Afrikaner nationalism, symbolised by the State, has failed to take
root among African students. On the basis of the evidence examined, it
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appears that the racially exclusive tendency of SASO is a mere expedi-
ent tactic belonging m the realm of appearances. SASO’s essence, philo-
sophically, affirms human equality.
In this chapter we reviewed the "pattern of behavior" which describes
the African student "culture of resistance" at the ethnic universities.
The next chapter will examine the specific underlying influences behind
the observed attitudes and behaviors - what was referred to earlier as
the "pattern for behavior.”
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V3rd g-dueational Review Vol. 51, No. 1 (Feb., 1981)
5. The various forms of apartheid are defined by H. Adam as follows*Micro-apartheid as the special relationships of contact or distancethat have evolved historically, between the race groups that werelegalized by laws of petty apartheid.
Meso-apartheid aims at the geographical separation of residential
zones in the urban areas.
Macro (or Ideal) apartheid is directed toward the future coexistence
of ethnically homogeneous nations. A recently coined phrase is the
so-called "interdependent constellation of states."
Utopian-apartheid is an attempt to overcome the repressive features
of traditional apartheid. This endeavour aims at rendering petty
apartheid obsolete (Adam, 1971:68).
For elaboration on this theme see, for instance: P. Christie and C.
Collins Bantu Education: Apartheid Ideology or Labor Reproduction,"
Comparative Education
,
Vol. 18, No. 1 (1982) pp. 59-75, and A.m!
Mbere The Political Economy of Bantu Education in S.A, : A Study in
Structure of African Development
. Northeastern University:
Inst, of Inter-disciplinary Study of Education, 1982).
Note the similarity, without being mechanistic about it, between this
structural arrangement and Althusser's formulation of the "State ide-
ological apparatuses" and Bowles and Gintis' "corresponden-
principle"
.
8 . A highly provocative "scholarly" rendition further justifying apar-
theid in general and specifically suggesting the "natural" blending
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Nolutshungu, Changing South Africa . New York: Africana Publishing
Co., 1982) pp. 116-145. Other external efforts that complement the
S. African government project are also being undertaken. See Pro-ject PACE Proposal "A Project for Meaningful Change (American Cham-
ber of Commerce in S.A., (1979); Murphy, "US Firms Build Schools for
Black South Africans" (1981); and Williams and Younghusbands "Invest-
ments in Blacks," Newsweek (1981).
CHAPTER VI
influences on student culture and activism
Discussion in Chapters III and IV above demonstrates the intentions
behind the Extension of the University Education and the Fort Hare Univer-
sity College Transfer Acts of 1959 anfi th Py
’
d e determination of the National-
ist Government to bring the African ethnic universities under effective
State control while integrating them closely with the policy of separate
development. Government policy appears to be both clear and contradictory
or ambiguous at the same time. On the one hand, these ethnic universities
were to promote and preserve the cultures of their respective ethnic cli-
enteles, to produce "authentic" (that is, unaffected by western culture)
African graduates, and to foster socio-economic development for the so-
called homelands. On the other hand, their role as ideological appara-
tuses, a la Althusser, is evidenced by the objective existence of the of-
ficial culture or institutional ethos as explained in chapters III and IV
above which seeks to instill an "Afrikaans orientation" in these institu-
tions. Their ideological intent, that is, the legitimation and reproduc-
tion of the social relations within the broader society becomes evident.
In concluding his study on Bantu Education, Murphy (1973) came to
the conclusion that the "Bantu Education
.
. . curriculum is designed to
produce the types of African youth that white officials believe are neces-
sary for the economy, and compliant enough not to constitute a threat to
white control" (pp. 235-236). While recognizing that many students will
be imbued with the values intended by the official curriculum he also ex-
188
189
pressed the vital need tor research to "describe and assess the
.culture'
of Bantu Education which is intended, and the extent to which it incul-
cates unintended values" (p . 239)
This chapter seeks to examine this phenomenon, albeit at the univer-
sity level. In order to comprehend the specific culture (attitudes,
and behaviors) of students and its interaction with the official
culture or institutional ethos, it is necessary to utilize the "social
whole" concept. That is, we have to examine the role that particular fac-
tors such as the social order, the personality, familial, socio-economic
status, international developments and the university academic environ-
ment play on the individual or students as a group. Of all the possible
categories of relevance that are contained in the literature, these offer
a greater potential for the explication of student attitudes and behaviors
within the context of a highly regulated and racially-segregated South
African education system. This approach is informed by Geber's and
Newman's (1980) observation that "if one asks the question regarding the
relation of the individual to the broader social system the answers will
be less than satisfactory if sought in an encapsulated environment,
divorced from a sense of time" (p . 2). Certainly then, for the students
at the African ethnic universities their social experience prior to enter-
ing these institutions is the key to an understanding of the genesis and
evolution of their cultures and activism at the universities.
Societal Influences
A. The Social System . In an earlier chapter reference was made to the
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transformation of the South African economy from an agrarian, basic in-
dustries economy to where the manufacturing and teriary sectors account
for a significant proportion of the economic activity. Such economic ad-
justments spurred, in part, by the infusion of foreign capital, were ac-
companied by social changes. The post-World War II economic boom meant
greater industrialization which in turn precipitated urbanization. The
process of the influx of African labor into the urban-industrial sites
was a logical concomitant of the rapidly burgeoning economy. The total
urban population in South Africa was slightly less than two million in
1921. By 1960 it had increased by almost 400 percent to 7 1/2 million.
In 1921 there were 658,000 Africans in urban areas, a figure that rose by
more than 500 percent to 3,471,233 in 1960. In relation to the total
African population this was an increase from 14 to 31.8 percent during
the same period (Heilman, 1971:158). In 1970 the percentage of Africans
in "white areas" was estimated to be 53.
8
1 (Survey, 1971:24, 134; Rogers,
1976: 16).
Industrialization and urbanization meant that a sizeable portion of
the African population was transformed from a rural subsistence existence
to a "new black industrially committed society" (Mayer, 1975:144) with a
unique personality" (Edelstein 1972:65). New norms and values empha-
sizing 'regularity, punctuality, and submission to an alien authority
structure" (Heilman, 1971:162) were ingested, necessitating at the same
time some degree of abandonment of traditional values. This complete in-
corporation into the money or capitalist economy (Heilman, 1971:161) dur-
ing the booming post-World War II period precipitated an "escalation of
black hopes" (Geber and Newman, 1980:12) for equal participation and
191
treatment in a modern society.
However
,
the South African racial caste system dashed any hopes of
upward mobility beyond the confines of one's racia! classification. The
discrimination and humiliations that were the result of the widespread
racially-inspired statutory restrictions further exacerbated the feeling
of conquest engraved in the consciousness of Africans (Mayer, 1975:146).
For the young who are born and grow under such circumstances and are edu-
cated in an environment that expects the norms and values of personal
achievement in a capitalist economy and the media's projection of the sub-
stance and symbols of success the perceptual reality and the unobtain-
ability of the perceived opportunities generate a sense of incongruity.
One observer has noted, expecially for the urban population, that "the
African population has been in close association with the dominant and
prosperous white civilization; meaning that it has been possible for this
population to observe at close quarters the material benefits accruing
out of political power and independence" (Sono, 1978:486).
Thus the objective conditions that are created by the South African
social system produce a perception of a social reality among young Afri-
can urban dwellers which is defined in strictly political terms. This
was one of the findings of Geber and Newman (1980:100) study of Soweto
secondary school students. The activation of this political conscious-
ness depends on other factors such as those that are found within the
ethnic university environment as pointed in the preceding chapter.
The Class Structure
. The rapid socio-economic development of South
Africa has not left the African population as an undifferentiated social
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group. Status or social stratification within the African population has
taken place under the stifling conditions referred to in the preceding
section. Determinants of status are: wealth, education, type of occupa-
tion, and in urban areas, length of residence. Mayer (1975) has classi-
fied three strata of Africans in the urban areas: (1) the ordinary work-
ing people, (2) the better off, and (3) the "top" 2 people, elite or the
bourgeoisie. The first stratum consists mostly of "children or grand-
children of economically struggling rural-born immigrants" with four to
eight years of schooling. They are ultimately destined to perform "un-
skilled or semiskilled workers in industry or commerce, or domestic ser-
vice" (Mayer, 1975:145). This African working class, is by far the most
numerous. According to a 1963 survey it was found that, in the Soweto
township of Johannesburg, 80 percent of the residents were in this cate-
gory of unskilled and semi-skilled labor. Of these approximately 57 per-
cent were employed as unskilled laborers and the average income per house-
hold was R59 per month. According to Suttner (1966:21) in order to sub-
sist a family of 5 required R56 per month and a family of 6, R64 per
month. In the 1963 survey, "46.5% of all households had incomes of less
than R50 per month, and 61/4 had incomes of less than R60 per month"
(Edelstein
,
1972:59). The average estimated percentage of African house-
holds for 1980 in major cities with incomes below the Household Subsis-
4tence Level (HSL) is 64 percent (Survey, 1981). In the rural areas it
is estimated that in 1980, 75 percent of the African families lived below
the HSL (Star, 10/11, 1980).
The second group is comprised of "semiskilled factory workers,
drivers, policemen, teachers, sales representatives or clerks, up to
193
pro-
fessionals and businessmen." They, according to Mayer, "share a general
life-style—one with more Western urban middle-class amenities" (1975:
145) The large bulk of students who pursue secondary up to university
education orginate from this stratum.
The third group constitutes the apex of the African social hierarchy
in the urban areas. Mayer does not elaborate further than noting that
this is a very small stratum that can be found in the "prestigious section
of Dube township" (Mayer, 1975:145).
A broader description encompassing both the urban and the Bantustan
areas is given by H. Wolpe (1977). According to Wolpe there is in both
areas a "traditional petit-bourgeoisie" which consists of traders, mer-
chants (and chiefs in the case of Bantustans). In both areas there also
is a coterminous "new petit-bourgeouisie" which consists of professionals
and civil servants. Between 1946 and 1970 there was a significant in-
crease in "large-scale industrial, administrative and financial enter-
prises" including the tertiary sector for all population groups (Wolpe,
1977:154) See Table 16 in Appendix for figures pertaining to Africans.
African percentages of total employment in the professional/ technical
,
adminis trative/executive/managerial
,
clerical and saleworker occupations
were: 1946, 56%; 1951, 52%, 1960, 49%; and 1970, 51% (Wolpe, 1977:154).
The decline in 1951 and 1960 was largely due to the concerted campaign by
the Nationalist Government to increase the number of Afrikaners in the
relevant occupations.
Between 1959 and 1974 the number of African school teachers increased
from 25,800 to 61,976 (Wolpe 1977:156). By 1980 the number had increased
to 72 , 864--including 980 white teachers and excluding the Transkei and
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Bophuthatswana (Survey, 1981:472). Afrieau emp lcyme„t in senior positions
inspectors, assistant inspectors, school principals and other
senior capacities increased between 1968 and 1975 as shown in Table 13
below. The civil service in both the urban and rural areas
TABLE 13
Senior Positions in School
Inspectors of Schools
Assistant Inspectors
School Principals
Other Senior Capacities
Source: H. Wolpe. (1977: 157)
1968 1970 1971 1974 1975
50 65 93 101 99178 293 323 336 332
7 , 430 9,597 10,747 11,326 11,819
164 277 287 314 296
has increased because
development policy.
of the new bureaucracies created by the separate
The traditional petit-bourgeoisie has been smaller compared to the
new petit-bourgeoisie because of the greater restrictions imposed by the
State on African businesses to avoid competition with their white counter
parts and its confinement to small-scale trading.
In spite of the increase in the petit-bourgeois stratum, it is, to
be sure, numerically small and weak (Wolpe, 1977:149). Even though this
class may possess the perquisites of their white counterparts in terms of
wealth, education and occupation they are still subjected to the same
privations as their racial group in the South African caste system. Leo
Kuper refers to this as the "status incongruity" phenomenon (1965:xiv,
334, 398, 401). Thus the high status is only relevant within one's own
group (Heilman, 1971:171) and this has the effect of suppressing the in-
tensity of social class differentiation within the African community.
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WhUe middle class patterns of behavior and standards of value are dis-
cernible (Hellmann
, 1971:172) social segregation has muted or restricted
class consciousness (Mayer 1975:151; Edelstein 1972:68).
The lack of an opportunity to experience full class status and the
attendant privileges for the African petit-bourgeoisie and the general
lack of means of the working class has resulted in frustrations that have
tended to bond the various strata. This is evidenced, according to Geber
and Newman (1980), in the unrestricted friendships of African children
from different social locations. Aspirations for material wellbeing
spurred by the post-World War II economic boom have been muted and this
has resulted in frustrations that have been experienced vicariously as
well as directly by the youth from these social class backgrounds. And
these experiences they bring with them to the universities.
C ' Social Class Composition of Students
. Reliable information on the
social class origins of students at the African ethnic universities is
sparse. The Geber and Newman study of 1000 Soweto high school students
conducted in the 1960s does offer some strong clues as to the social class
background of high school students, a fraction of whom will eventually
matriculate and gain admission to one of the universities. It is a safe
assumption that the group that will be admitted to the universities will
be a representative sample of the high school population. Discounting
the no response" categories, their data showed that 40 percent of the
students had fathers who either had unskilled or semi-skilled occupations
and 38 percent had mothers with a similar occupational status. Seven per-
cent had fathers holding middle class occupations and 8 percent had
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mothers with middle class occupations. Correspondingly, 53 percent had
fathers with schooling experience ranging from infant to two years of high
school and 63 percent had mothers with a similar educational background.
Only 6 percent had fathers with a matriculation, college or university
educational background and 4 percent had mothers with similar schooling
experience. See Tables 17, 18, 19 and 20 in Appendix.
These figures correspond roughly with the proportionalities of the
ordinary working people and the "top" people strata described above. It
has been noted that it is in the "working people" category where a size-
able number of households have incomes below the HSL
,
and it is for this
reason that the State alone has had to provide approximately 55 percent
of the bursaries to enable financially handicapped students to enroll as
well as to boost the numbers in order to justify these institutions. 6
Heilman has observed that "the life chances" (and presumably cer-
tainly as a consequent motivation and the availability of means) "of
children from more prosperous homes are better and the middle class tends
to be self-perpetuating" (1971:172). The changing child-rearing patterns
among the upper educational levels, where warmer, easier, more democratic
relations" (Hellmann, 1971:166) encourage confident and positive self-
esteem which asserts itself in universities was brought to the surface by
the Snyman Commission at the University of the North.
Some of them (a small minority) come mainly from westernized
homes in urban areas.
. . . Their parents are often well-to-do
professional men and businessmen.
. . . The student leaders in-
variably come from the small group of self-assured and well to
do students (1975:para. 7, 4, 3, 3).
It seems obvious also that there is a commonality of experiences and
interests between the two groups of students as attested by membership to
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student organizations and participation in activities. Students from the
upper middle stratum are too
even in leadership roles.
miniscule to constitute a significant fo rce
Traditionally and certainly up until
the mid-1970s students at the African ethnic universities were drawn pre-
ponderantly from urban areas as attested by the Snyman Commission report.
The Black Academic and Staff Association also pointed out that at the Uni-
versity of the North the majority of the students came from urban areas
(Nkondo, 1976:49, 86). Similarly BASA noted that for urban students "the
question of ethnic origin
.
. is of • u5 . i nistorical or peripheral interest"
(Nkondo, 1976:49).
However, an important change seems to have occurred in the late
1970s. Of the total 7,443 students enrolled at the three African ethnic
universities 37 percent (2,742) were from urban areas and 63 percent
(4,701) from the Bantustans (DET Annual Report
, 1980:461). See Table 21
in Appendix. Although the Bantustans have their urban areas they are less
industrialized, too homogeneous and thus lack the dynamic heterogeneity
that fosters social and cultural intercourse and produce a catholic con-
sciousness that exists in the older urban areas.
It appears that African students from the various strata, especially
in the urban areas, bring with them to the university the social and
political experiences of their parents and value education as a means to
improve their material well being--both individually and collectively.
198
E. School^ocial^ Many observers (L. Kuper, 1965:398; Heilman,
1971:166, 172, 177; Perry, 1974; Geber and Newman, 1980:82) have noted
the high premium value attached to education by Africans in South Africa.
This, for the simple reason that along with its "enlightenment" or
"advancement" value as proselytized by missionaries who had virtual
monopoly over schooling in earlier days, it was considered-in spite of
all the statutory handicaps—as a passport to better occupations, higher
income and status. Harsh State repression of the general resistance to
the introduction of Bantu Education in the second half of the 1950s was
followed by resignation and an attitude of "let's make the best out of a
bad situation" as the booming economy required basic literacy and numer-
acy skills to meet the demands of industrial and tertiary expansion. For
example: African pupil enrolment in primary and secondary schools in-
creased from 747,026 in 1950 to 1,506,034 in 1960 (Survey, 1968:51-52);
2,737,450 in 1970 (Survey, 1972: 257); and to 3,532,233 in 1980 (Survey,
1981:464). An increase of approximately 500 percent over a thirty-year
period. At the university level, African student enrollment increased
twenty-five fold from 749 in 1949 to 18,429 in 1980. In absolute terms
the increase in enrollment at the pre- and post-secondary levels may be
construed to be substantial but when considered in the context of the
total African population, or the increases in white university enrollment
relative to the white population, the increase is less resounding.
Much has been written about that aspect of African education which
seeks to socialize the African pupil to an acceptance of a subordinate
status, bolstering of ethnic identity, limitation of horizons through
ther tongue instruction and the creation of a docile work force tomo
199
minister to the needs of the white economy (Nokwe, 1955; 1961; Segal,
1967; Murphy, 1973; Christie and Collins, 1982).
Another aspect which is just as important, of which little has been
written, is the socialization of African pupils to the ethic of hard work,
individual effort and achievement (Geber and Newman, 1980 :88).
"Rebusoajoang" has pointed out that one strategy the education system has
employed for socialization purposes is the creation of 'wants”, at the
same time attempting to achieve the impossible, by blunting "expectations"
0978:235). This whole thrust seems to be well within a general, although
not uniformly articulated, strategy of encouraging an appreciation of the
"private enterprise system" (Project Pace, 1980:5; Friedman and Friedman,
1982:40)
.
The socialization acquired through schooling creates contradictions
that do not escape the African student's attention. In the first in-
stance, socialization whose objective is to foster the acceptance of the
Bantu Education and the separate development policy in general creates a
negative reaction. In the second instance, schooling has the effect of
raising aspirations and expectations which are in conflict with the norms
of the wider social system. This transactional interplay,
. . . between the individual and the external world
. . . influ-
ences both the creation of cognitive conflicts through the pro-
vision of discrepant information, and the particular strategies
available for conflict resolution. It also allows for factors
inside the individual to influence his responses to the external
events (Geber and Newman, 1980:132).
In a similar vein, but with greater emphasis on the critical role of
the informal experience in the socialization process, Zungu has observed
that
:
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process--wi?h
UC
an
d *nforn,a“y «™ugh being part of the socialt ll its multi-faceted elements and activities
• •
- the social structure of the Society and the State con-inuaily evoive out of life p roCesses of definite individuals--not as they may appear in their own or other people’s imagina-n or perceptions but as they are in reality, that is as thevare actively involved in the social process under definite
1977:217)
C °ndltl °nS indePendent of their will (Zungu,
Thus the very socialization process--and reinforced by specific in-
formal experiences-occurring at school produces among many students a
critical inclination which they carry with them as part of their culture
into the universities.
Opportunity Structure Within Wider Society
. Reference was made
earlier to the value accorded to education by Africans. It has been
viewed as an "investment which ought to enhance employment prospects" and
as a "main prerequisite for entry into white-collar and professional oc-
cupations" (Perry, 1974:65-66). Such opportunities became available with
the expansion of the secondary and tertiary sectors which created a severe
labor shortage in the last three decades. Wolpe (1977:163) points out,
however, that whatever opportunities became available to the Africans they
were low level, as whites would get the high-status positions.
In her 1966 study of 607 high school students in the Durban, Natal,
area Perry's results indicate a high recognition among African school pu-
pils of the effects of the job reservation legislation and practices, for-
mal or informal, on their ability to secure decent jobs for which they
are educationally qualified to perform. Table 14 shows that 59 percent
(lines 1 and 5 combined) of the respondents attributed the difficulty of
finding employment for young African workseekers to job reservation
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practices and preferential treatment given to Whites, Indians and
Coloureds in accordance with the racial caste model. Twenty-nine percent
considered the lack of adequate educational preparation as an explanatory
factor and 16 percent attributed the difficulties directly to the per-
ceived inferiority of Bantu Education.
Percentage
Their As
TABLE 14
.Distribution of African Respondents According
^£rn^^f^iffi^ities ET^Sti^iTb^W^
Workseekers Like Themselves in
Obtaining Suitable Employment
to
Difficulties Encountered
1. Discrimination/ j ob reservation'"'1''
2. Higher educational standards required
3. Bantu Education is inferior
4. Influx control regulations
5. Limited range of vacancies
6. Lack of previous work experience
7
. Low wages offered
8. Other
9. No information
%_
42
29
16
18
17
2
4
3
4
(Figures do not total 100% as more than one difficulty was mentioned )
“Respondents were not able to distinguish between formal job
and informal job discrimination. reservation
Source: Ann^Perry, A Study of the Employment Experiences and Attitudes
to Employment Among African Secondary School Leavers in Durban
(Johannesburg: S.A.I.R.R., 1974)
Comments from the open-ended questions shed further light on the stu-
dents awareness of the relationship between their own education and the
opportunity structure in the labor market.
I think that in this country the African is regarded as the
source of cheap labour. Good jobs are reserved for Whites,
Coloureds and Indians with the same or even lower standards of
education. Africans with higher education can only work in the
townships as township clerks and the competition for these jobs
is very high. Africans are not allowed to work as clerks in fac-
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tories or in offices in town,
the work.
even when they are trained to do
Most of the suitable jobs which could
cans, are given to other race groups,
that is given to Africans is so low
equivalent to a Standard 6 in the other
easily be done by Afri-
Secondly, the education
that a J.C. with us is
racial groups.
And finally one student says,
r education is so low, when one has to look for a job onefeels very inferior because of the language difficulty. We aregiven instruction in the vernacular and as a result we are notprepared to face the world (Perry, 1974:63).
It is clear therefore that the students are aware of the opportunity
structure (or the lack of it) outside the school environment. This fact
is made even more vivid by the unemployment rate especially high among
Africans, estimated to be around 20% through much of the 1970 decade
(Simkins 1978 quoted in Bromberger, 1978: 19). 9 The perceived and actual
limitations imposed on the students' aspirations by the social order cre-
ates frustrations that become ingrained in the set of student attitudes
and behaviors they bring with them to the university.
G
- Political Consciousness
. Geber and Newman (1980) have underscored
the paramountcy of understanding the psychology of cognitions and behavior
in relation to the wider society and the historical context within which
events are taking place (1980:124). In other words, attitudes, values
and behaviors cannot be understood without knowledge of the specific in-
teractions of the nomothetic and idiographic dimensions (Getzels
,
1959)
in a social system. In their study of 1,000 Soweto high school students,
Geber and Newman found that the South African social structure affects
the students psychologically. The "building blocks of individual
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psychological and phenomenological experience" were revealed by the essays
the students wrote. Shared in common among these essays were vivid
descriptions of poverty, ignorance, violence and drunkenness. And im-
portantly, in all but one essay, the political system which governs the
life of the country is held responsible for the misery and suffering that
are described" (Geber and Newman, 1980:40). This finding corresponds with
that of Edelstein in which the respondents ranked "inadequacy of political
rights" highest (73%) among their grievances followed closely by other
politically, socially or economically related concerns. See Table 15 be-
low.
TABLE 15
Five Greatest Grievances Among High School Students
Grievances
% Respondents
Inadequate Political Rights
Influx Control
Inadequate Income
Inadequate Educational Facilities
Inadequate Opportunities for Employment
73
67
65.5
65
49.5
Source: Edelstein, What Do Young Africans Think? (1972: 95)
Legassick and Shingler (1968) observed that African high school stu-
-
dents tend to be more politically conscious, more militant in their tac-
tics (p . 133) and they attribute this to the racial constraints they en-
counter in everyday life which encourages among them a vision of a radical
alternative future" (p. 116). They further state, as an extension and as
a matter of practical observation, that "non-white students come to uni-
versity with more political knowledge due to political activity in
secondary school" (1968:117). Furthermore, on the average, African
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students at the universities tend to be older than their white counter-
parts because they were required to start school at age seven instead of
the whites. This along with the frequent need to interrupt
school in order to work contributes to the greater political maturity of
African students by the time they reach the university.
The emphasis on cultural tradition which the Bantu education system
promotes with its emphasis on separate ethnic schools to instill ethnic
distinctiveness, enforced by ethnic residential separation in the urban
areas and the Bantustans in the rural areas has generally backfired.
There appears to be a general recognition among African students, both at
the secondary and university level, that the policy of separate develop-
ment seeks to diffuse African political resistance through ethnic frag-
mentation. There is, consequently, a widespread rejection of separate
development institutions among a majority of African high school and uni-
versity students (L. Kuper, 1965:404; Edelstein, 1972; SASO, 1972; Mayer,
1975:154; Jackson, 1975; Snyman, 1975; Nkondo, 1976; Geber and Newman,
1980:102; Cillie, 1980). Edelstein found that 88 percent of Soweto stu-
dents "would prefer Soweto to be undivided into tribal areas", and 88.5
percent responded in the affirmative to the question "Should Black South
Africans form one nation irrespective of tribal origin?" (1972:113).
Strong rejections of ethnic differentiation was documented by BASA at the
University of the North (Nkondo, 1976: 49-50), by van Wyk's (1978) study
at the University of Zululand, and at Fort Hare (K. Adam, 1971:201).
Since the late 1960s and early 1970s there was a strong resurgence of
Black nationalism and calls of unity under the rubric of Black Conscious-
ness which was essentially a rejection of the Government policy of
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encouraging ethnic fragmentation and narrow ethnically-chauvinistic pat
otism
.
n-
There fore
,
it appears that more than the school curriculum, it is
the empirical experience deriving from the social order that informally
socializes and educates the African students. It is the differential
provision of opportunities or denial of facilities on account of race that
politicizes the African student and "when comparisons are drawn, they are
with the white suburbs of Johannesburg, and not with a tribal past
(p. 35). To these students "Africa as a whole is not the standard against
which the individual assesses his world.
. . . Young blacks compare what
they have to that which young whites are given, that the reference points
are within the country, not outside" (Geber and Newman, 1980:71.)
The racially-based caste system in South Africa produces different
attitudes, values and behaviors in students depending on their racial
designation and location in the social hierarchy. Using a future auto-
biographical technique Danziger (1963) suggested that the value system is
a response to political, legal changes since "the tightening of social
and political restrictions has produced a relative differentiation of the
psychological future and a decline in interest in both community service
and individual community service and individual economic success." Fur-
thermore, he suggests that these changes produce a "value oriented coun-
ter movement for which social reality is defined essentially in political
terms" (quoted in Geber and Newman, 1980:100).
It has been found that white and black students in South Africa ex-
press different attitudes and behaviors. In his attitudinal study com-
paring predominantly English-speaking White and African students, Danziger
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found that the former (a majority of them) tended to be non-political,
withdrawn or privatistic. To the question,
-'What two things would you
like to have that you don’t now have?” Sixty-five percent of the 196
white university-student sample, referred to personal qualities and
achievement and no mention was made of political goals. On the other
hand, 63 percent of the 97 non-white university students mentioned
political goals and only 16 percent referred to personal qualities and
achievement (in Legassick and Shingler, 1968: 114). Another study by Mann
(1963) confirmed Danziger’s finding in that the non-white (African, Indian
and Coloureds) had an inclination toward community service and upheld
democratic values. Other studies conducted among the African middle class
yielded almost identical results. Sherwood (1958) found that African pro-
fessionals placed high motivational value on community service and less
value on self-oriented satisfactions. 1 ^ Another study by Brett (1963)
while not yielding a high community service quotient, 11 revealed a high
sense of legal and political awareness, and a concomitant dissatisfaction
with the status quo when asked what they would like for their children.
This study also found a low regard for ethnicity and the church among the
study sample.
The white students sample (almost all English speaking) displayed a
privatist' syndrome of a political, personal concerns (hedonism and
aestheticism) and were comparatively less attached to democratic values"
(Legassick and Shingler, 1968:115). Differences in attitudes and values
between white and black students were demonstrated by Bloom's (1960) study
which showed that African students were preoccupied with problems which
are linked with the political and social struggle for freedom, whereas
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white students demonstrated little concern on these issues (in Geber and
Newman, 1980:101).
Another tier of factors, within the broader societal framework out-
lined above, that have an impact on student attitudes, values and be-
haviors operate within the household unit. To varying degrees, the con-
dition and arrangement of relationships within the household, urban-rural
origins and the family socio-economic status contribute to the shaping of
the personality of the student who enters the university.
Household Influences
A
‘
—
milial Factors
- Reference was made earlier to the post-World War
II rapid industrialization and urbanization accompanied by migration.
Relocation of Africans in urban-industrial centers, as that of whites
earlier, brought about profound changes in the traditional kinship struc-
ture. The extended family system typical in the rural setting was trans-
formed into diluted kinship arrangements and strictly nuclear-family forms
in the urban areas in response to the requirements of the capitalist
economy and its social arrangements. The new situation changed family
relations in the following ways.
(i) The principal reason for being in the urban areas was to obtain em-
ployment so as to earn an income. Because of the low wages earned
by Africans and the strict laws governing urban residency, both
parents had to work. Prolonged absences (Geber and Newman, 1980:
131) where alternative child care arrangements for pre-school chil-
dren or after-school activities for school-going children caused
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serious problems resultiug in widespread delinquency due to lack of
proper adult supervision and companionship. Infant child care is
often left to older siblings or other relatives, if any, or older
children of neighbors. Consequently, parent loss of control and
authority is a widespread phenomenon (Geber and Newman, 1980:48-51;
Hellmann, 1971:164).
Prolonged absences from home are compounded by the lack of
proper parenting practices manifested, according to Geber and Newman,
by dictatorial attitudes and the absence of discussion especially on
the part of fathers who seem to rule by decree (1980:53-54). This
latter tendency may be a case of misplaced anger and frustration.
As a result of education, Heilman (1971) has observed a change in
practice among better educated Africans where "warmer, easier, more
democratic relations are developing between both parents and chil-
dren" (p. 166). This is occurring within a broader evolving pattern
of egalitarian relationships between husband and wife and more demo-
cratic family patterns
. . . in a number of middle class families"
(Hellmann, 1971:172).
(ii) Various studies indicate the high percentage of African families in
rural as well as urban areas whose incomes are below the Household
Subsistence Level. The Soweto high school students in the Geber and
Newman study (1980) described in their essays a general condition of
poverty, suffering and violence that characterize life in the town-
ship. Poverty in particular has the effect of humiliating the
parents as they fail to provide the basic needs for their children
(Heilman, 1971:166). This 1eads to poor family relations and often
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(i
disrespect for the parents.
ii)Knowledge and experiences, especially because of schooling, and the
greater capacity of the young to adapt to urban living have produced
intergene rational differences (Hellmann, 1971:166; Geber and Newman,
1980:79; Manganyi, 1981). This has led to family conflicts which
came to public view during the 1976 Soweto uprising when the students
blamed their parents for their alleged passivity and submissiveness
to the status quo (Geber and Newman, 1980:145; Manganyi, 1981).
(iv) The foundation of these allegations is weakened when faced with the
fact that some parents supported the students' demands in 1976 (Geber
and Newman 1980:145; Survey, 1977) and even to a greater extent dur-
ing the more generalized student uprisings of 1980. In fact, the
students who were involved in school and university protests in the
sixties up to 1980 are, by and large, the children of men and women
who were involved in the Defiance Campaign of the 1950s and the
short-lived boycott of schools by Africans due to the introduction
of Bantu Education. Among these parents who were ultimately forced
to send their children to Bantu Education schools, suspicion and re-
sentment have lingered. The 1963 Brett study, cited earlier, indi-
cated a high legal and political awareness and dissatisfaction with
the status quo among the African professional families suggests the
possibility of intergenerational transmission of political culture.
It can be assumed that the same occurs within the working class or
any other stratum that has been grieved in one way or the other.
The results of prolonged absences, lack of proper child rearing
practices and poverty are essentially two-fold. Firstly, they can
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result in a general personality disintegration or distortion of the
child which brings an early end to schooling or educational develop-
ment. Secondly, for those who survive, they generally produce self-
confident, independent and critical young men and women who bring
these characteristics with them to the university. Although the kin-
ship system in the rural areas was initially not as greatly affected
as in the urban areas, the Bantustans policy with the exigencies of
the migrant labor system imposed strains of a different kind on the
traditional extended family structure. The endemic poverty and the
1960s peasant political struggles (Mbeki, 1964) are legacies that
the rural student who eventually enters the university brings with
him or her.
Socio-Economic Factors
. Although their numbers are growing steadily,
Africans who can be described as middle class in the South African con-
text represent a very small fraction in relation to the total African
population. Moreover, because of the South African racial caste system,
their lot suffers from a case of status inconsistency which alienates a
bulk of them from fully identifying with the State's ideological hege-
mony. The dual effect of this is that children from such family back-
grounds who have greater life chances, in terms of opportunities to con-
tinue with schooling, represent a small percentage of the total student
body both at the secondary school and university levels. And because most
of these families are alienated, their political values and attitudes are
transferred to their offspring. Brett (1963) also found in his study that
dissatisfaction with the status quo among the professional families was
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accompanied by self-confidence and a greater ability to take effective
action. This behavior is likely to be emulated by their chrldren in the
school or university situation.
Hellmann's (1971) observation of the changing child rearing patterns
among the better educated Africans in the direction of "warmer, easier
and democratic relations" is likely to foster qualities of self-confi-
dence, fairness and judiciousness. It is worth noting that the qualities
she observed closely correspond to those found in Brett's (1963) study.
Interestingly, and perhaps not surprisingly, the Snyman Commission
of Inquiry Into Certain Matters Relating to the University of the North
(1976) declared that some of the leading figures in the events of 1974
came from well-to-do families (par. 7. 4. 3. 3). It would be incorrect,
however, as Snyman' s statement clearly implies this, to think that the
activist leadership came solely from this socio-economic stratum. Al-
though precise data on the social class profile of university student
leaders is lacking, that there are sizeable numbers of students from work-
ing class background who are not deficient in ability, motivation and
aspiration is clear from the high percentage of university bursaries
awarded to students. The living conditions and grievances of their
parents must, indeed, have a catalytic effect.
A slightly different perspective which is not class-bound is the one
advanced by Geber and Newman (1980). It views all of the high schools as
being elitist' in the sense that the African high school pupil is a
voluntary scholar and a statistical minority, especially after Form one"
13(1980:127). In 1975 the final high school class (Form V) constituted
approximately 2 percent of the cohort group that was enrolled in 1963^
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(Geber and Newman, 1980:68). See Table 22 in Appendix. The final high
school matriculation examination would exact an additional heavy toll.
Thus in 1975, BASA, in response to the Snyman Commission questionnaire,
pointed out that the economic condition of the African population in South
Africa "is such that only an infinitesimal percentage of African children
who enter school are ever able to matriculate. Of these, a very small
percentage obtain admission to a university ..." (1976:18). This
elitist group of students tends to possess qualities of resilience, cog-
nitive complexity, motivation, independence and fair play which they carry
with them to the university.
C. Personality
. It is extremely difficult, if not impossible, to measure
with a high degree of precision and confidence what specific factors in
society determine the development of personality structures. That per-
sonalities are molded by the varied interactions, tangible and intangible,
in their social context is a view that enjoys broad consensus. There
exists within the South African context a host of factors that influence
the attitudes, values and behaviors of students such that personality
structures that have a critical disposition toward the official school or
university culture are developed. The following is a catalogue of some
of these factors:
(i) The period of adolescence had been characterized as one infused with
idealism and romanticism. These universally recognized phenomena pre-
dispose students towards ameliorative preoccupations. Geber and Newman
have observed that:
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The knowledge of the limitations imposed by the social order and the
relatively higher maturity of the African university student prompt him/
her to idealize for alternative solutions. Choices of action to ameli-
orate the situation tend to take a political flavor.
(n) The post-World War II industrialization and urbanization period-
while having its own independent impact on the personality structure
development of those born and nurtured in the urban environment—had the
general effect of escalating the hopes of Africans as a whole. Expecta-
tions for better material conditions and full participation in society
were high among the young who were born during this particular period.
Whatever marginal benefits may have arisen they contributed to the spur-
ring, both individually and collectively, of the so-called revolution of
rising expectations.
(iii) Although the curriculum structure itself was not a major factor in-
fluencing students, schooling as an institution had a pervasive influence
operating most strongly on the aspirations for jobs and education (Geber
and Newman, 1980:109). At the same time an awareness of the limitations
of the opportunity structure outside was developed. 15
(iv) Long absences by parents from home in order to fulfill economic needs
fostered reliance on school, older siblings, neighbors' children and peers
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for child care and supervision. This has reduced the influence of parents
while increasing that of other individuals and institutions outside the
family as well as encouraging independence and self-confidence.
(v) For those children who are from the few better-off families the im-
proved parenting practices, the frustrations and alienation produced by
status inconsistency and the transmission of the parents' political cul-
ture create a perception of the social system's lack of fair play, a de-
sire for social change, self-confidence and independence. For many who
are less fortunate, schooling has traditionally been viewed as the answer
to social problems and for those who survive earlier handicaps in the
school system there is a great determination to effect social change.
A generalized personality structure emerges at least among many of
the youth that is less influenced by the official School/University cur-
riculum or culture than by the above factors. The cumulative effect is
an ambivalent tendency which, on the one hand, seeks personal and collec-
tive material advancement through education, and on the other hand, is
skeptical, suspicious and frequently opposes any feature of the official
curriculum that is perceived to be inimical to the realization of their
obj ectives
.
International Influences
No society, however insulated and regimented, can be completely im-
pervious to external influences. In fact, the more deliberate the attempt
to insulate is, at certain levels of objective and subjective conditions,
the more it stimulates a desire among those adversely affected to seek
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Magubane's periodization of the evolution of racism in South Africa
covers six critical phases, the last one being the "demise of the Portu-
guese role in Angola and Mozambique, the consequences of which are still
unfolding" (Magubane, 1979:18). 16 Actually, the effects of external
developments on domestic South African politics predates the momentous
fall of the Portuguese empire. Important as these earlier external in-
fluences are in the continuous train of events in Southern Africa, they
are, nevertheless, outside the scope of this study. During the period
under discussion (1960-1980) the decolonization process finally dismantled
South Africa s cordon sanitaire. Given that conditions existed internally
that created contradictions and tensions, these external developments pro-
vided additional stimuli. An acknowledgement of these twin factors is
made by the Jackson Commission report.
If Black students and staff can show that at a university-level
of education, apartheid does not work, then, they would argue,
the Government, in order to preserve a respectable international
image might change or modify the system. They may have been
encouraged by the apparent success of terrorist tactics in
political operations elsewhere in Africa
;
they may think that
in the long term, if their demands are insistent enough, and no
compromises are sought or accepted they will achieve a political
victory (Jackson, 1975:9, emphasis added).
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The attainment of independence by Mozambique (June 25, 1975) and
Angola (November 11, 1975) had tremendous impact on black South Africans.
When FRELIMO assumed power, SASO called for demonstrations of solidarity
throughout South Africa. Not being comfortable with the thought of having
demonstrations in support of a political movement the South African
government considered "communisf'-and therefore in political terms the
nemesis of the very philosophical foundation of the South African socio-
political system-a banning order was issued barring the victory celebra-
tions. The students at the University of the North proceeded with their
planned demonstration declaring that they were unaware of the banning
order whrch had not appeared in print but merely broadcast on national
radio the day before the event. Police were summoned to the campus and
the whole episode concluded with a number of injuries, arrests and expul-
sions
.
The whole affair demonstrated the extent of the emotional identifi-
cation students had with the independence of Mozambique. Identification
of this sort strongly suggests a desire on the part of the students to
have the Mozambique experience, which is part of the decolonization pro-
cess, extended to South Africa. 1 ^ Not only was SASO encouraged and in-
spired by the victories in Angola and Mozambique the organization also
supported the political struggle in Namibia:
SASO recognizes the indisputable right of the people of Namibia
to conduct their own affairs without any interference from South
Africa and expresses solidarity with the students and the people
of Namibia to rid themselves of this unwarranted occupation
(Snyman, 1975:208, Annexure E)
.
SASO in its constitution further expresses a desire for the estab-
lishment of a Pan African Organization which envisions linkages with
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students' organizations in Asia and Latin America." While the prevail-
ing conditions-Bantu Education in particular—ould lead one to expect
provincialism on the part of the students, their proclamations suggest
that the unintended has resulted.
It appears, on the basis of available evidence, that another impor-
tant influence on the students has been the civil rights moveoent in the
United States, in particular its Black Power variant. Although SASO
spokespersons have disclaimed any associations it is quite remarkable that
phenomena that are so distant geographically could have so similar philo-
sophical outlooks and rhetoric. 18 This is explained, however, by the fact
that although literature from abroad is severely censored there has been
a qualified toleration for Black Power literature-especially the separa-
tist variety-from the United States because, from the government stand-
point, it fits into the separate development scheme. For the government,
Black Power is commendable as long as it limits itself to the culture of
the particular ethnic group and its political aspirations are confined to
their designated "homeland." It was for this reason that SASO was ini-
tially not regarded as a threat but in fact encouraged. But when SASO
addressed broader issues it "exceeded the allowable boundaries" and it
had to join the legions of banned organizations (1977) in South Africa.
Thus the Black Power literature that was available in South Africa and
the admittance of some "moderate" U.S. black leaders--who even though they
may not have espoused Black Power per se would be viewed as symbols of
the concept to South Africa had a modicum of influence on the young stu-
dents. To be sure, this influence is not what triggered Black Conscious-
ness in South Africa but it certainly played a supplementary role.
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In the late sixties studeets around the world, notably in Japan,
France, Germany, the U.S., Brazil, Ghana, etc. gained headlines due to
aggressive challenges of either the university administrations or the
policies of their governments (Todaro, 1977:257). Knowledge of such
events spread throughout the world-and influenced others to do the same.
South Africa was no exception.
Student consciousness was indigenous by origin, precipitated by the
objective material conditions, but exogenous factors also had a stimulat-
ing effect on this consciousness. On the aggregate then, all of these
external extra-curricular (out-of-school) influences act upon each other
(as well as on the internal factors to be discussed in the next section)
and seem to have had a countervailing and perhaps a superseding influence
on the effects of the officially-established curriculum and culture of
the universities, at least for a good number of the students.
Influences Within the University
A ‘ The Academic Environment as a Factor
. Reference was made earlier to
the high status assigned to educational achievement, especially higher
education within the African community (Kuper, 1965:398; Geber and Newman,
1980.82). For those who surmount the handicaps of pre-university educa-
tion their self-confidence and personal achievement create a sense of
great expectation by the mere fact that they are members of a university
community. Such a status is generally thought to contribute to societal
development if through personal advancement. This section will examine
the specific "environmental press" or factors within the African ethnic
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universities that infiuenee African students to think and/or hehave in
one way or the other.
Inquiry
. The very notion of a
university stirs expectations of freedom of thought and speech in the pur-
suit of knowledge. Indeed, the Commission on the Separate University
Bill, which led to the establishment of the ethnic university colleges,
urged that these institutions "should train their students to realize
their duty towards a greater South Africa and to humanity as a whole and
to maintain a balanced outlook” 19 (de Wet Nel, 1958:par. 35). Although
the government's definitions of these concepts were within the limited
context of their conception of the "level of development" or "state of
maturation" of the Africans, the African students even without the pre-
cise knowledge of the specific provisions of the relevant legislation took
the university's mission seriously. As such, their visions and expecta-
tions tended to be broader than the institutions themselves permitted in
reality. Certain specific curricular factors at these institutions con-
tribute to promoting cognitions that are contrary to government expecta-
tions
.
Generally the curricula at the African ethnic universities are
heavily biased toward the social sciences and humanities or liberal sci-
ence in general. Additionally, in spite of the government's proclaimed
aim of promoting, through education, African cultural development and
distinctiveness, some keen observers have noted the western orientation
of the curriculum in African schools and universities (Murphy, 1973;
Mayer, 1976:371; Geber and Newman, 1980:71; C. Mphahlele, n.d.). The
double irony this has had is that, (i) the effort to exclude Africans from
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the sciences has concentrated them in the liberal arts field where re-
search studies indicate that students are exposed to a "critical dis-
course tradition, and (2) the western orientation of the curriculum ac-
quaints them with liberal ideas such as freedom of thought and expression,
civil liberties, the right to self-determination, equality, honesty and
democracy. Both features in the general African school curriculum produce
the so-called unintended consequences. It is probably this situation that
produced the conditions that led Commissioner Snyman to observe in his
report, the contradictory nature of education in that it raises conscious-
ness about social reality and as such is fertile ground for "agitators
and subvertors" (Snyman, 1975:pars. 3.8.2, 3.8.4). Similarly, the Jackson
Commission Report attributes the situation at the University of the North
to certain processes which select students for university education"
which make them become "originators and proponents of social change" and
submits that no university in the world "does not contain its political
clubs, its social reformers and its campaigners for social and economic
improvements" (Jackson, 1975:10).
Dialectically, however, more profound processes occur once the stu-
dents are situated within the intellectual environment of the university.
They are first confronted (thesis) with knowledge (facts and concepts) at
the theoretical level about all aspects of human existence and how humans
over the years have prevailed over nature, previous social formations and
how civilizations have advanced. Despite the "anti-intellectual trend,"
noted by K. Adam, which "rejects theoretical exploration and social criti-
cism in favor of guided efforts 'to do something for the community' in
the way of practical projects and social work" (K. Adam, 1971:204),
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exposure, however circumscribed, to such concepts as equality and democ-
racy lead students to further discourse, analysis and a desire to observe
the practical application of these concepts. Then, there is the empirical
reality of African students--their parents, faculty and staff--are dis-
criminated against in institutions that were designed for Africans (Tiro,
1972). The anomalous situation of white dominance, especially Afrikaner,
in staff and faculty positions--most of whom are said to be patronizing
or outrightly racially prejudiced (Meyer, 1976:370; Nkondo
,
1976; Brutus,
1982). This dominance is strongly resented by Africans who contend that
there is a contradiction between black universities and white control
especially in the context of the intent of the principal legislation.
Another oddity which inspired the imagery of the African university as an
"oasis" which produced a "strange sense of unreality" (Nkondo, 1976:57-58)
is sharp contrast between what is taught at the university and the social
reality of the rest of the African population outside academe. (In this
context the norm/value distinction of African student activism in South
African universities tends to be blurred). It is this empirical reality,
within the university environment, which constitutes the antithesis in
the student's cognition. As these realities and experiences are as-
sembled, processed and evaluated against "what ought to be" as taught in
the social science texts, a synthesis is forged which drives many of the
students into becoming active participants in the drama of university
1 . .
• 20
politics
.
Emboldened by such notions as free speech and debate, students have
often criticized the character of the very institutions they are in as
well as government policy. BASA expressed the legitimacy of students to
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exercise these rights in the following manner:
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Reacting to Tiro’s 1972 graduation speech which was critical
versity administration and government policy, BASA continued
randum to Commissioner Snyman:
of the uni-
in its memo-
t is respectfully submitted that this episode showed an over-sensitivity and over-reaction on the part of the White adminis-tration of the University. It unnecessarily inhibits the freer
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rom the authenticity of the overt communication on a formallevel between the students and the administration and createsthe germs of a situation in which communication is so tenuous
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collaP se as soon a s it is seriously tested(Nkondo, 1976:22).
Having noted a number of irregularities in the practice of free
speech or debate at the University of the North, BASA pointed out to the
Snyman Commission that there was no reason why that which was good in
principle at universities around the world and white universities in South
Africa could not be applied to the African universities (Nkondo, 1976:
43).
B - University Expansion and the Socio-Geographical Mix as Factors
.
African student enrolment at the three ethnic universities increased from
481 in 1960 to 7,825 in 1980 (PET Annual Report
,
1980:441).* Buildings,
'“'The figures in the 1980 PET Annual Report do not correspond with those
in the 1980 Survey. The discrepancy may be due to the inclusion in the
PET report of African medical students at Medunsa as well as Coloured and
White students enrolled at the three universities.
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and other facilities expanded in order to accommodate and meet the
needs of the growing student population. Hardly any diversity (except
for the urban-rural mix) was achieved during the twenty-year period as
the government had accomplished its objective of ethnic homogenization
(what K. Adam refers to as
-tribal fragmentation”) through the 1959 Exten-
of University Education Act and the University College of Fort Hare
Transfer Act. Whereas greater heterogeneity in universities in other
parts of the world dismantled the prevailing consensus resulting in
general student restiveness (Scott, 1970; Altbach, 1970b; Lipset, 1967a)
in South Africa ethnic homogeneity at the African universities produced a
"reactionist" consensus. The BASA (1976) memorandum expressed a strong
rejection of ethnic differentiation on the part of staff and students at
the University of the North. The van Wyk study (1978) of students at the
University of Zululand yielded the same "rej ectionist" attitude toward
exclusive ethnicity. Instead, during the period of the 1970s there
emerged a broader nationalism which affirmed the brotherhood of all blacks
on account of their collective common disabilities, common traditions,
common values and a common outlook about life and society (Nkondo
,
1976:
86). This phenomenon, which was called Black Consciousness, was con-
sidered as not harmful as was later thought by the white university
authorities, but rather "consistent with the basic rationale of a Black
university" (Nkondo, 1976:44).
The socio-economic background of students-- that is, students from
ordinary working families, middle- and upper-middle class backgrounds--
tended to be mutually reinforcing. In general those from poor back-
grounds, who are in the majority, would like to see material improvement
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in their lot and that very small group from relatively affluent back-
grounds are aware of the effects of status incongruity of their parents
and therefore nothing short of a fundamental restructuring of the social
order is accepted. For all these strata, the political and social dis-
abilities of their parents were imbibed prior to their admission to uni-
versity and this has led to the confluence of interests and ideals, and
solidarity in their common effort.
It is generally held that universities or colleges that are situated
in or close to towns and cities tend to influence student activism because
of the numerous political and social activities that take place in cities
(Clark and Trow, 1966; Lipset 1967a; Suchlicki, 1968; Mazrui, 1978). The
converse, that universities and colleges--especially small ones--that are
far removed from the metropolitan centers are less likely to acquire an
activist political cultural identity is also held to be true (Lipset
1967a:31). If the South African authorities had this in mind when they
established the African ethnic universities in the rural setting then they
have succeeded in proving the exception. Since their inception in I960
these institutions have been characterized by constant agitation which
can only be attributed to the collective experience of wholesale political
and social disenfranchisement the students bring with them to the univer-
sity where their concentration provides a forum for active dialogue and
activism. On the basis of the historical evidence at the African univer-
sities the factors of concentration of students with similar negative ex-
periences, both outside and within the university environment, outweigh
their "social and intellectual isolation" (Meyer, 1976:376).
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' ~ ' S°Clal Dislocatic^ctor. Although the rural-urban mix at the
universities has changed slightly in favor of students from the "home-
lands” in recent years, at least until the mid-1970s the majority of stu-
dents at the African universities were from urban areas. The significance
of this lies in the fact that much commentary has been made about the
"alien milieu” (Wolfson, 1976:41) or the "unreality" (Nkondo, 1976:57) of
these institutions from a social standpoint since they were quite dif-
ferent from the social environment that students were accustomed to. And
according to the Snyman Commission,
It is therefore clear
.
. . that the university does not bringany real happiness to most of the Black students. The univer-
sity does not give them that carefree life which it gives toWhite students. Although the White students do worry abouttheir studies, their lives are carefree in the sense that they
are not yet called upon to shoulder adult responsibilities
The university sets up inner conflicts in Black students--makes
them feel unsure of themselves. The university wrenches them
away from the things that gave them a sense of security, and
neither their community nor they themselves have the adapt-
ability to resolve this conflict and to come to terms with it(Snyman, 1975:par. 7. 4. 3. 6).
The oft-repeated desire by the South African Student Organization to
identify and be involved in black community development projects perhaps
illustrates more forcefully the sense of social dislocation which students
felt from being at these socially isolated institutions. For the active
students especially, the lack of this organic link with their urban base
or the rural community for that matter contributed to their lack of iden-
tification with the university.
Perhaps realising the futility of the strategy of situating African
universities in the rural hinterland and responding to the demands for an
educated African labor force. Parliament, in 1981, passed the Vista
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University Act, No. 106. The Act provided that Vista would be a multi-
campus university located in urban areas such as Johannesburg,
Vereeniging, Cape Town, Port Elizabeth, Bloemfontein and the other five
locations would be determined later. Vista would enroll, predominantly,
African students. It will be interesting to observe what the impact of
proximity to urban centers will be on the University. The universities
of Cape Town, Witwatersrand and Natal have refused to serve on the Council
of Vista because of its racial character. Already it is reported that
87X of blacks reject it (Friedman and Friedman, 1982:85; Marcum, 1982:27).
D
'
-
he Pee t Group Factor
. The universities as the venue of students from
varied backgrounds but with common experiences provide, through the common
residences, lecture rooms, dining halls and student organizations, provide
an opportunity for discussion and therefore mutual influencing of atti-
tudes and behaviors. As was pointed out earlier, peer influence has been
found to be more powerful than the curriculum (Newcomb and Wilson, 1966).
Student leaders, especially in situations where there is a broad consensus
about the disabilities suffered by students and their respective racial
or ethnic groups, would have a relatively easy task convincing their fel-
2
1
low students on what to do. Expressing concern over the influence
wielded by the "minority" student leaders at the University of the North
over the "majority" the Snyman Commission observed:
These people (students) are brought together here from all over
the country. They arrive, strangers to one another, without
leaders, and unsure of themselves. Who become the leaders of
these students? Invariably they come from the small minority .
. or from the upper stratum of the body of students. The
leaders who have emerged over the past five years have virtually
without exception rejected separate development, rejected the
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University, rejected ethnic classification reiected the ,h -
connections their trib^
dents are no match for such leaders ,3%uns °Phls^ated stu-
campus of the University has brought the great^ajoritv of^st**
6
dents who more or less still adhere to their traditions butare unhappy, under the sway of those students who ridicule theirown language and traditions (Snyman, 1975:par. 3.3.4).
E
' Xjfg- Discipline/Faculty Facto r. Several references have been made
about the heavy liberal-arts orientation of the African universities.
Research studies have yielded results that strongly suggest that most stu-
dents who participate actively in campus activities are those enrolled in
the liberal arts academic programs. 22 Although no specific studies of
this phenomenon have been conducted in black universities in South Africa,
it can be assumed, with a fair amount of confidence, that this factor
plays a significant role in explaining student activism. Leo Kuper (1965)
made a passing observation of this predilection "in the non-white humani-
ties section at the University of Natal” (p. 402). Legassick and Shingler
(1968) made the observation that arts faculty students at the English-
medium universities in South Africa tended to be more liberal than the
science faculty students (p. 112). It is significant to note that during
the 1974 student unrest at the University of the North it was those stu-
dents who were in the "professional" or "technical" fields, namely nursing
and pharmacy students, who declined to be involved in the protests
(Snyman, 1975 : Annexures P. and Q.). In his study of the University of
Zululand
,
van Wyk pointedly observed that "the problem is that all the
faculties at the University of Zululand, excluding science, can be classi-
fied as dealing with some or other form of the social sciences" (1978:
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138). This "problem” is indeed one among many important problems that
lie behind student activism in black South African universities.
F
* Ihe Incongruity Factor. Within the African universities themselves
employment opportunities for African students are very restricted. In
his graduation speech at the University of the North in 1972, Tiro re-
ferred to the anomaly of white students being given "vacation jobs" at
the university "when there are students (African) who could not get their
results due to outstanding fees." He further remarked on the contradic-
tion between the Government’s declared policy of African development and
control of their own institutions and the realities within these institu-
tions by making the following observation:
A White member of the Administration has been given the meat
contract to supply a University--a Black University. Those who
amorphously support the policy may say that there are no Black
people to supply it. My answer to them is: Why are they not
able to supply the university? What is the cause? Is it not
conveniently done that they are not in a position to supply
these commodities? (Tiro, 1972:92).
Tiro's remarks illustrate, at a micro level, the widely held percep-
tions among African students of the incongruity between their education
and the opportunity structure within and without the learning environment
(L. Kuper, 1965; Perry, 1974; Mafeje, 1976; Cillie, 1980).
G. The Mirror Factor . The African universities reflected in many
instances, if not in toto
,
the general discrimination that Africans ex-
perience in the larger society. That they are institutions of higher
learning which in the liberal tradition would accord a higher status of
academic achievement with the "appropriate treatment," made no difference.
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Commissioner Snyman recognized the effects of this status inconsistency
when he recommended that "educated and sophisticated blacks" should be
treated courteously and with consideration by the white general public
(Snyman, 1975:par. 7. 4. 4. 3).
Although African students were calling for the Africanization of
their universities, in actuality they opposed the very principle of
separate ethnic universities for they perceived the African University as
a forced product of separate development" (Snyman, 1975:par. 7. 4. 4. 2).
To them separate development is apartheid which, based on their own ex-
periences both inside and outside the university, means relegation of all
Africans regardless of educational status to a common position of inferi-
ority. Therefore, there is a general rejection of institutions that per-
petuate this situation (L. Kuper, 1965; Edelstein, 1972; Jackson, 1975;
Snyman, 1975; Nkondo, 1976; van Wyk 1977, 1978; Cillie, 1980; Geber and
Newman 1980). The Jackson Commission suggested that the political aware-
ness of students is related to problems at the university, and that the
struggle at the university and the struggle to end apartheid are insepar-
able (Jackson, 1975:9). The students are at these institutions because
other options are extremely limited and as such they have sought to turn
them into "hotbeds of political activity" as they protest the general
policy of apartheid.
H. Power Conflict . It appears to be widely held by African university
students that apartheid or separate development, especially as these poli-
cies express themselves directly to the students through ethnic exclusi-
vism, are a deliberate effort to deny Africans a role in the meaningful
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excercise of politico! power through ethnic fragmentation. As a conse-
quence, the students oppose apartheid in general (Snyman, 1975; van Wyk
1977, 1978; Jackson, 1975; Nkondo 1976; Beard, 1972; Cillie, 1980) and
reject separate ethnic universities in particular (Snyman, 1975 :par.
4.2.12; SASO, 1972 in Snyman Annexure E, p. 209).
Power relations within the African ethnic universities are expressed
along racial lines. Although in recent years Africans have become rec-
tors of these institutions, the Council, the Senate, the administrative
apparatus and faculty are still predominantly white. Both the Jackson
(1975) and the Snyman (1975) Commission reports pointed out that opposi-
tion to white administration of black institutions was one of the major
causes of student unrest at the University of the North. The South Afri-
can Student Organization at the University of the North called for greater
efforts at Africanization (Jackson, 1975:6), a demand that was supported
by BASA (Nkondo, 1976:24). As SASO was active at all these institutions
it can be assumed that the same view prevailed at the other campuses. In
its recommendations to the Snyman Commission, BASA called for greater con-
trol and the administration of the University of the North by African per-
sonnel (Nkondo 1976:60). Reflecting the general powerlessness and perhaps
tokenism of African staff at ethnic universities, Tiro, in his 1972 gradu-
ation speech referred to the African Dean of Students as someone who was
"without duties" (Tiro, 1976:91).
Thus the twin factors of discrimination and powerlessness on account
of race were responsible for the creation of a milieu and a spirit of re-
volt. It is this condition that led the Jackson Commission to describe
SASO as being "engaged in a political power-struggle, in which it is
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involving the university" (1975:7). Similarly, the Snyman Commission
pointed out that "the anti-White feeling has its roots mainly in the Black
man himself and that it is expressed in his insistence on acquiring power"
(1975. par. 7. 4. 3. 9). Both Commission reports relate the spirit of revolt
not only to conditions within the institutions themselves but to the
"general pattern of life" or "national politics" in greater South Africa.
Other Factors
. In addition to the above, there are specific factors
that seem to influence student activism at the ethnic African universi-
ties
:
^ Academic Standards and Requirements
. Since their inception in
1960, the quality of black universities has been under suspicion. Many
critics challenged the very concept of "separate but equal" (Bloomberg,
1954; Nokwe, 1955, Matthews, 1957; Cook, 1958; Malherbe, 1958; Koiter,
1958, Kirkwood, 1958; Brutus, 1959; Hutchinson, 1959; Tobias 1969, 1980:
409). In 1975 the Jackson Commission associated student unrest at the
University of the North to low academic programs and low student quality
(Jackson, 1975:16). The "catastrophic failure rate" (Snyman, 1975:par.
3.4.3) is, according to the Jackson Commission, not due to the lack of
intelligence among African university students but rather due to poor
pre-university preparation (Jackson, 1975:13). Dr. Phillip Tobias, Dean
of the University of the Medical School at the University of Witwaters-
rand, has observed that the academic quality of the black student enter-
ing university in recent times is lower than it was earlier (Friedman and
Friedman, 1982). Ironically, there are remedial programs for some of the
black students who are admitted to the Universities of Witwatersrand and
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Cape Town25 and no such programs are available at the black universities
because according to the editor of The Sowtan it would be an admission
by the Government of the inferiority of the education at these institu-
tions (Friedman and Friedman, 1982:32).
On the related question of level of difficulty of examinations Meyer
0976) suggests that they are less demanding at the African universities,
a claim that is contradicted by BASA at the university of the North
(Nkondo 1976). If Meyer’s claim is true, then this might be contributing
to student activism as suggested by the literature.
(2) Adequacy of Facilities. While there has been substantial im-
provement in recreational facilities for African students in recent years,
there is still a glaring lack in research facilities something that the
Jackson Commission considered to be a "serious" neglect (1975: 3-4). A
recent delegation of U.S. academics to South Africa lamented the glaring
disparity in the library books at the ethnic universities as compared to
white universities. They observe:
How can any black university claim academic distinction or even
adequacy, when, after more than twenty years, its library con-
tains less than one hundred thousand volumes in contrast to
the three-hundred- thousand-volume
,
automated library of the
much newer Rands Afrikaans University (Marcum, 1982:42).
It was pointed out, recently, by an African pursuing graduate studies
abroad in mathematics that for the whole year that he took computer sci-
ence at an advanced level in one of the African ethnic universities, he
26
never operated a computer terminal. This is quite astounding consider-
ing the importance of manipulation and application in computer sciences.
Such inadequacies do not escape the attention of African Students' and
their attitudes, and behaviors are thus influenced negatively.
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(3>
• It seems that the white
dominance of staff and faculty positions, especially by Afrikaners, has
led to a greater alienation of African students (I. Kuper, 1965; K. Adam,
1971; Jackson, 1975; Snyman, 1975; Nkondo, 1976; Meyer, 1976). Although
the African students may be generally suspicious of the African faculty
or staff (Meyer, 1976) there are exceptions as in the case of the Univer-
sity of the North where there was solidarity between BASA and the students
(Snyman, 1975; Nkondo, 1976). Under such conditions student activism is
reinforced by the disaffection of the African faculty and staff.
^ ~ ulty Qualifications . Much comment has been made about the
lack of proper qualifications of the white faculty and staff at the Afri-
can universities (K. Adam, 1971; Nkondo, 1976; Meyer, 1976). The Jackson
Commission reports the black faculty as complaining that ’’some of the
white staff are of such poor intellectual quality that for the university
to decline to appoint Africans who hold the requisite degrees because they
are not good enough is transparently ridiculous" (Jackson, 1975:28-29).
A similar general complaint about the "shortage of efficient and well-
qualified subject teachers" was made by the Snyman Commission (1975 :par.
3.4.2)
.
By the sheer logic of the South African situation it can be deduced
that if there are unqualified whites at the African universities then
there must be many unqualified blacks. The Jackson Commission report
indicated that at "the University of the North, most of the Black staff
are, in terms of initial qualifications and subsequent record of scholarly
27
work, unqualified for their posts" (Jackson, 1975:62). Leo Kuper had
made a similar observation as early as 1965 (p. 328). The literature
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suggests a
cations
.
correlation between student activism and poor faculty qualifi-
(5)
—
leVanCy of Curriculum. In his 1973 study, Murphy found that
the pre-university curriculum in African schools did not promote African
development and self-reliance as proclaimed by government policy, but in-
stead, it extolled white achievement at the expense of black self-worth.
The same applies at the university level. For example, Meyer (1976) ob-
served that "the history presently taught glorifies European achievement
and generally ignores the non-white world. Courses of South African his-
tory have become vehicles for Afrikaner lecturers to correct English his-
toriography in favor of their own" (1976:371). Startled by the peculiari-
ties of the ethnic African universities the U.S. delegation of academics
queries in one instance: "How can the University of Zululand be con-
sidered in a genuine, or even enchoate
,
sense African when its history
department is composed entirely of Afrikaner instructors formed intel-
lectually within ethnocentric Afrikaans-medium institutions?" (Marcum,
1980:42). This along with the exclusion of "main lines of study" at the
African universities appears to make mockery of the government's declared
policy of promoting authentic and self-reliant development for the
Africans. Students are quick to perceive such inconsistencies as demon-
strated by a policy statement of the South African Student Organization
which stated, inter alia, that "the university, as it is, is there to en-
trench the exploitative system and White culture models. Black students
have rejected this" (Snyman, 1975:242, Annexure F). The distortive and
irrelevant character of the curriculum at the African universities as
noted by some scholars (M. Wilson, 1975; Mphahlele, n.d.; Cornevin, 1980)
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has tended to fuel student discontent.
(6) Since the inception of the African
ethnic universities in i960, the relations between the Student Represen-
tative Councils (SRCs) and university authorities have been very tortuous.
Between 1960 and 1970 Fort Hare did not have an SRC (Survey, 1971:296).
Student regulations were extremely restrictive causing the SRCs to assume
adversarial positions in the face of administrative instransigence
. Deans
of Students, who are often Africans, are viewed by the students as inef-
fective (Tiro, 1972:91). This perception was supported, in one instance,
by the resignation of Professor S.M. Bhengu, who was Director of the Stu-
dent Advisory Service at the University of Zululand, when he complained
that his representations on behalf of student "needs and aspirations" were
unheeded by the university authorities (Survey, 1979:457). At the Univer-
sity of the North, BASA complained and pointed out that lack of communica-
tion at the university contributed to a situation of restiveness (Nkondo,
1976)
.
Conclusion
There are, as has been demonstrated in this chapter a plethora of
factors that influence African university student activism. By the time
they enter university they already possess political awareness, in vary-
ing degrees to be sure, from past experiences gained from the objective
material conditions of their own lives and that of their communities.
The experience deriving from their social location within their communi-
ties and the power relations this entails within the South African polity
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°“er 3 P0W6rfUl d °Se ° f ction, that the evidence suggests, counter-
vails the official goals for African education.
It xs clear that there is a multitude of factors that have a com-
pounding impact on the consciousness of African students. On the one
hand, the condition of the unit household, which is constantly under the
stressful demands of the accumulation process, further inclines a signfi-
cant number of African students to the adoption of a political conscious-
ness that perceives the prevailing order as unjust. On the other hand,
for the very few whose household material circumstance is relatively bet-
ter than the majority of university-bound students, the denial of status
recognition and opportunity by the apartheid system has the effect of
forging the common interests of students who ordinarily may have had
divergent interests because of their social class backgrounds.
International events have their own important role to play in influ-
encing student activism. The decolonization of the neighboring
African countries such as Mozambique, Zimbabwe and Angola have had a pro-
found effect on the students' political consciousness. The knowledge of
student activities and other developments abroad that manage to filter
through the thick blanket of government censorship feeds student activism.
Curricular and non-curricular factors found at the university feed
into the students' store of previous experiences and increase their con-
sciousness and activism. By virtue of the external socio-political en-
vironment notions of freedom and justice are part of the pre-university
experiential repertoire of the students who then easily identify with the
principles of academic freedom and freedom of speech. This amalgam of
factors constitutes a powerful negation of the values taught at school.
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The explanation of the African student culture and activism is found in
This complex of underlying factors (or knowledge) that are outsrde the
purview of the official curriculum. These constitute the countervailing
In the past twenty years (1960-1980) black universities have been
the arena for intense political debate and action.
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ENDNOTES
U s h°uld be noted, however that "White areas'with urban areas. are not coterminous
This "top" group has been referred to . . ,
ilfi- ateaSSS - — “““
It should be noted that the term "bourgeoisie" as used hvwriters in reference to Africans is loose and misleading. For inhe proper sense, the bourgeoisie is a free and independent classthat owns and controls capital. In South Africa that fraction ofAfricans who are so labelled are a dependent stratum that lacks the
Th^ H
iPal characteristLC of free ownership and control of capitale designation petit-bourgeoisie is more accurate.
The HSL is sometimes referred to as the Poverty Datum Line. Thisindex estimates the minimum income level required for the subsistenceof an African family of six. For a more thorough examination ofrican poverty m South Africa see especially Barbara Roger’s WhiteWealth an^ Black Poverty (Westport, CT: Greenwood Press! 1976)^dH.T. Suchard s Poverty Within a Black Township in Johannesburg"
-
evxew **lack Political Economy 10(Summer, 1980) pp. 409-421.
Data from Perry’s (1974) research on The Employment Experiences andAttitudes to Employment Among African Secondary School Leavers TnDurban (p. 15) indicates that more than 60 percent come from fami^lies where the mother or father is employed as an unskilled or semi-
skilled laborer.
In this regard Dr. D.H.P. Abdol, Director of Development at the Uni-
versity of Western Cape for Colored students observed: "Our fees are
heavily subsidized by the government because they obviously want this
exercise to be a success. We are about 50 percent cheaper than Cape
Town or Sellenbosch so it pays the student to come here." Referring
to his own situation arising from government support for his own uni-
versity education, Abdol intoned, "I have to buy myself out of debt"
(Friedman and Friedman 1982:139-144).
The total African enrollment in all universities (black and white)
for the same period was 4,578 in 1960 and 10,564 in 1980.
The Junior Certificate prior to 1975 was the culmination of eleven
years of schooling. After the elimination of Standard Six in 1975
it was reduced to ten years.
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indication of some success on the part oT^^fSl
The boycott failed because the State declare a ii *-utive schools illegal and thncp • . .
ed tlle new alterna-xxx di a ose involved in thpm Hnki„ ^tion. Furthermore, the State threatened to 1* prosecu-
see Myrtle Berman r i .
t he alternative schools
(1955)
Cultural Clubs: An Answer to Bantu Education
The dramatic reduction of students is a result of several factorsh as- cost of education (e.g. fees, books, uniform etc ) for apopulation most of which has income below the HSL; and the weed^ng-out examinations at Standard Six (before 1975).
Jhe 'total'
f
580
a
51A°T J 00,231) constituted 1.8 percent of
1969: 218; Survey, 1980^96)
en,:0lled “ SCh°01 “ ^ (SurVey
’
After the 1976 Soweto student upheaval Mafeje observed that thepossession o higher education is no longer associated with highocia status, better paid jobs or with employment at all" (1978:22 ) .
. or further elaboration on this subject see John Seeler's (ed.)Southern Africa S ince the Portuguese Coup (Boulder, Colorado; West-
^
e
uj
PreSS
’
198 °) especially the essays by D.L. Wheeler, "Portuguese
Withdrawal from Africa, 1974-1975: The Angolan Case" pp . 3-21; D.G.
Baker, "Retreat from Challenge: White Reactions to Regional Events
Since 1974: pp . 155-167; N.C. Manganyi, "The Baptism of Fire: South
Africa's Black Majority After the Portuguese Coup" pp . 169-180. Also
see Geber and Newman, 1980: 148-149.
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eCtiCal Pr°CeSS iS eXpressed in Bloom's (1956) Taxonomyllowing sequence: knoweldge, comprehension, applicationanalysis, synthesis and evaluation. ’
21 . Sometimes non-protesting students join the activists when adminis-tration or police action is judged to be unjustified or excessive.One such incident was reported at Fort Hare when the administration
called on the police to evict protesting students from the univer-
sity premises. It is reported that "some students, who had not beenin the sit-in
. . . saw the police action, joined in with their fel-low students and accepted suspension and removal. The students never
really believed that the rector would take such drastic action
against them for their simple request for orderly demonstration"(University Christian Movement, 1970:24).
22. As a result many Africans have liberal arts degrees. Dr.
Engelbrecht, Secretary of the de Lange Commission on the Provision
of Education in the RSA
,
in explaining the Commission's recommenda-
tion for more technical and vocational training for Africans in re-
sponse to industry's demand for skilled black labor, pointed out that
99/1 of university blacks take the academic stream (Friedman and
Friedman, 1982:67). This of course being a consequence of the struc-
tural bias of the university academic programs, and the statutory
and customary "job reservation" practices that have made Africans to
"rationally" pursue academic programs "according to ’bread and
butter considerations" (Holloway, 1954:par. 97). A more or less
similar conclusion is reached by Philip Foster (1977) in explaining
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eXampl6> Phe University of Witwatersrand ’ s "Special Educa-Programmes Designed Particularly for Educationally n Ttaged People" document (1980) and "Programs to Increase Black'EnloUmen t at the University of Cape Town" (Marcum, 1980:168-172)
Information offered in a informal interview. Although his experi-C
thi
S
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r
be <*“***«• The ^80 universityUie rth Jubilee Publication shows African students ^itti^TKfront of a computer console. Of significance will be a determina-tion of the extent to which the hardware and basic research into com-
p ter technology and science as opposed to software is taught at theUniversity of the North. 8 n
BASA at the University of the North presented, in its memorandum toommissioner Snyman, a long list of qualified Africans who, it as-serted, were denied promotion despite the fact that they met the re-quirements. And in many instances they were subordinated to lessqualified whites.
CHAPTER VII
COMPARISONS AND IMPLICATIONS
m-
-S ana-
Change is eternal. Nothing changes. Both cliches are "true •'s^r^nc^
structures too are born, develop and die (Wallerstein.^Vs::)!
The architects of structures construct their models on a set of
given assumptions on which sanguine, self-serving belief systems of
destructible permanency are based. Architects being subjects in thi.
log invariably take the objects of their policy designs for granted as if
they did not exist. They proceed as though nothing changes, or even
worse, that they can order change in the direction of their choice without
adverse reactions. That exclusionary decision-making practices often en-
gender a negative dynamic whose trajectory is in the opposite direction
IS an epistemic datum that escapes their calculations. In human situa-
tions, structures that are exclusionary tend to shorten their natural life
span, thus becoming remiss in the fulfilment of a "stable existence over
relatively long periods of time" as suggested in Wallerstein
' s reflection.
Of course, the exercise of coercive powers and superficial reforms in-
tended for least effect can marginally prolong its lease on life but at
the cost of greater although delayed
—
penalties on its being.
This study is predicated on the assumption that no society is static,
as stated in the introductory chapter and that among the multiplicity of
forces that engender social change, education, certainly in the case of
South Africa, plays an important role. In general, education can play a
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vital role in those societies where there is congruence between student
interests, aspirations and values, and societal aspirations and values or
government policies. The absorption of knowledge and skills by students
is viewed by students as an investment that will yield dividends for the
social good. A less investigated role of education is that which devel-
ops an situations of social incongruity-a lack of harmony between stu-
dent needs and values, and societal goals or government policies. This
seems to be the case with a substantial number of African students in
South African universities.
This study set out, in part, to examine the extent to which Murphy's
(1973) observation that the curriculum of Bantu Education would produce a
student "culture” that is contrary to official government intentions has
materialized. The companion of this student culture-namely
,
activism-
was of necessity examined as well. The significance of this seems quite
obvious, for both short- and long-term implications, and will be discussed
later in this concluding chapter. To put such a study in a proper per-
spective it was necessary to survey the international literature on stu-
dent culture and activism so as to counterpose the specific South African
case with the broader picture and thus determine the degree of variance
or lack thereof. The sequence of the remaining discussion will be:
first, to draw from the study some conclusions about the nature of African
student culture and activism in black South African universities; second,
to assess the social and political implications at the university as well
as at the societal level; and finally, to suggest some possible research
questions for the future.
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There is observable Qn the Afr . can
university campuses patterns of student behavior, encompassing attitudes,
values, beliefs and aspirations. This culture has the many "accountre-
ments of a socrety" such as its own mores, identity and an esprit de corps
(Beard, 1972). Often this student culture is at odds with the university
culture or ethos. It can be best characterized as a "culture of resis-
tance" and unlike other "expressive" manifestations of the "counter cul-
ture variety, it is instrumental in purpose in that it seeks to effect
social and political change both within and without the university en-
vironment
.
This "culture of resistance" can be explained as a product of several
factors which form the "patterns for behavior" (that is, the underlying
knowledge or experiences outside the university environment) for these
students. First, it is a product of the general background of deprivation
and humiliation experienced by African students in their own communities
outside the university that makes for the rebelliousness. Second, it is
the sense of "prospectlessness" they perceive, the lack of a meaningful
and fulfilling opportunity structure after graduation. Third, is that
the very inadequate education they receive contains contradictions which
increase their critical consciousness. On the one hand, there are univer-
sal concepts of democracy, freedom, self-determination and so forth; while
on the other, the ethnic parochialism fostered by the curriculum structure
and personnel at the African universities engender a negative reaction.
Fourth, internal developments have an impact on student culture-- that is,
attitudes, values, aspirations and beliefs. Finally, the cumulative ef-
fect of these factors on student attitudes and behavior is far in excess
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Of that posed by the carefully designed content and structure of the apar-
theid education.
Until its banning in September 1977, SASO symbolized African student
unity and resrstance at all the ethnic unrversities
.
(Earlier in the
mos and !950s the Congress Youth League played an important role in
spurring student activism especially at the University College of Fort
Hare). Its banning, contrary to Government expectations, has not de-
stroyed student activism. New student organizations such as the Congress
of South African Students (COSAS) and the Azanian Student Organization
(AZASO) have emerged. These organizations have broadened their scope and
strategy beyond that of SASO in that they are now appealing to the broad
racial spectrum of South African students for unity and unflinching chal-
lenge to the State. For the first time in many years black and white stu-
dents have met together to discuss common problems and common programs
for implementation (Craig, 1981).
Five years after the banning of SASO the ethnic universities are
still beleaguered as evidenced by the recent departure for home of 3,000
African students (virtually the entire student population) at the Univer-
sity of the North because of— they charged, a charge later confirmed by
the rector and the dean of s tudents— the collusion between two white staff
members and the Security Police in the dormitory and classroom arrest of
two African women students; (The Star
,
10/21/82) and that of 1500 (50%)
students at Fort Hare (The Star
, 8/23/82; The Citizen
,
10/11/82). During
the twenty-year period (1960-80) of their existence these institutions
have served as the terrain for perennial struggle between the authorities
and the students. This struggle represented on the one hand by an
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instrumental "culture of resistance" has had and, from all indications,
will continue to have a significant impact on the universities and society
at large. Before we discuss the implications let us first turn to a com-
parison of the student culture/activism phenomenon in South Africa to that
manifested in other countries.
Counterparts
. Like their coun-
terparts elsewhere, African students at the ethnic universities in South
Africa have "patterns of behavior" (outward expression of attitudes,
values, aspirations etc.) that are a product of their experiences in soci-
ety at large and the character of the particular universities they attend.
African student culture at the ethnic universities is explicitly negative
toward these institutions especially the white Afrikaner personnel who
symbolize the authority of the State. It is clearly political and instru-
mental in purpose as it seeks to bring about socio-political change unlike
the counter culture" variety which is expressive in character. SASO
tended to be value- or society-oriented in that it consistently sought to
highlight the association between the socio-political privations of blacks
in the society at large and the condition of blacks at the universities.
SASO s successors, COSAS and AZASO, seem to be following the same tradi-
tion (The Star
,
7/7/82).
The dissection of student culture into subcultures (vocational, aca-
demic, collegiate and noncomformist) that Trow and Clarke (1966) formu-
lated does not appear to have a widespread existence as elsewhere, es-
pecially in the United States, where these subcultures are associated with
different kinds of universities and colleges. Having no choice to go to
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s
are
any university not designated for their ethnic group the African student
may haVe the dise°siti°- dilineated by Clarke and Trow, but they
deeply subsumed under noncomformism
.
African student behavior at th<=> 0tu n •he ethnic universities appears to be
profoundly influenced by their experiences prior to university entrance.
The stifling social system makes them even more politically conscious, as
several researchers have noted, than their white counterparts in South
Africa or abroad. Social class consciousness and variation tend to be
low because of the undifferentiated subordination of all African social
strata by the racial caste system in South Africa. This practice, how-
ever, may be destined for elimination if Commissioner Snyman' s recommends-
tion is incorporated into the government’s belated campaign for the crea-
tion of a black middle class. (Already the Government has begun to imple-
ment some of the recommendations of the Wiehahn and Riekert Commissions
which seem to have the same intentions and effects). According to the
Snyman Commission a small minority of students from relatively better-off
urban backgrounds tended to take the lead in student activism and the many
from the rural areas constitute the followers. Although there is no in-
formation on how Commissioner Snyman determined this, this phenomenon cor-
responds with much of what is suggested by the international literature.
It would be incorrect, however, to assume that rural students who are at
the universities necessarily come from low socio-economic backgrounds.
There is a strong likelihood that they are the offspring of what Wolpe
(1977) has referred to as the traditional petit-bourgeoisie in the "home-
lands
.
"
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Socialization through schooling or universitv H *s ui y education proceeds
smoothly in those societies wh Prp t-he e there is greater integration between
societal goals or government policies and student aspirations. The re-
sult is a high loyalty quotient or identification on the part of the stu-
dents with the social system. Where such harmony is lacking, as in South
Africa, because of the racial caste system socialization becomes patently
ambiguous or ambivalent causing distance in what could otherwise be a
harmonious organic relationship. On the one hand, Bantu Education teaches
industriousness, individualism and other "virtues" of the work ethic while
on the other hand it severely limits options because of the narrow oppor-
tunity structure within the wider society - that is, real opportunities
for the majority of educated Africans are restricted either to the bureau-
cracies of the much-hated Bantustans (Edelstein, 1972; Geber and Newman,
1980) or in ethnic institutions in the urban areas. The curriculum in
general extols "western civilization" in which is contained certain uni-
versal concepts such as democracy, freedom and self-determination at the
same time denying the free excercise of these concepts. Finally, the cur-
riculum - certainly at the primary and secondary schools as demonstrated
by Murphy ( 1973)
—frequently refers to "our South Africa" while at the
same time promoting ethnic fragmentation, something that university stu-
dents have consistently criticized. Such socialization is fraught with
transparent contradictions which heighten student bitterness and aliena-
tion
.
The international literature suggests that often student movements
at universities are influenced by or are directly affiliated with adult
political parties, the exception according to Lipset and Altbach being
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"New Left" in the United States
. Jn ^ case #£^^ ^
had a close association with the adult Black People's Convention-although
not expressly a Political party, its aims and behavior had an unmistakable
political taint. Earlier on, before SASO's emergence, its precursors,
viz. the African Students' Association (ASA) and the African Students'
Union of South Africa (ASUSA) were affiliated with the African National
Congress (ANC) and the Pan Africanist Congress (PAC), respectively
(Legassick and Shingler, 1968:134). These two student organizations were
preceded by the Congress Youth League which was affiliated to the ANC.
Through such associations students are additionally influenced and en-
couraged to link campus issues with national political issues.
It was noted that religious, racial and national minority status
elsewhere as in the case of Blacks in the United States or Jews and Slavs
in Germany and Austria (Lipset, 1970:34) tends to encourage activism. In
South Africa, however, the reverse is the case. Blacks in S.A. while con-
stituting a majority, enjoy neither civil nor fundamental human rights
that the rest of the population takes for granted. This obviously pro-
motes political consciousness, and the knowledge that they are an op-
pressed majority is likely to encourage a vision of "a radically different
alternative future” (Legassick and Shingler, 1968:116).
Because of the severe form of economic exploitation Africans are sub-
jected to in the rural and urban areas of South Africa, it is often the
case that both parents must work--where employment is available -- in
order to eke out an existence. The regimentation of African labor power
through the migrant labor system is well documented and appears to lack
equals at the international level. The consequences of this, especially
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in the cities, is that while hath parents ate workiug there are no i„fa„t
childcare or after-school programs with adequate adult supervision. The
lack of normal and regular, parent-child relations produces a strong in-
dependent (almost defiant) personality in many cases. This is also the
case among the few mentioned by Hellmann (1971) where intimate relations
between parents and siblings occur. In the latter case it is fair to de-
duce that there is transmission of political culture from parents to
children. For those who continue to university this culture is replayed
on campus. In the former case, and in a few of the latter, a severe gene-
ration conflict has been manifested, as in the case of Soweto (1976),
where students charged that their parents were passive. Related to this
is the fact that the younger generation of city-dwellers, by virtue of
formal and informal education, know more than their parents about the in-
equities of the society and this knowledge combined with the general
"revolution of rising expectations" will cause students in general and
university students in particular to demand changes in the political sys-
tem. The African family in South Africa, as elsewhere, plays an important
role, with or without proper parent supervision, in the development of
the student's personality. The general condition of the African family
in South Africa makes it more catalytic.
International events have influenced student attitudes and behavior
all over the world. Black South African students have clearly demon-
strated themselves to be no exception in this regard. The achievement of
independence in neighboring Mozambique and Angola in 1975, and Zimbabwe
in 1980 have had a major impact on university students as illustrated by
their solidarity rallies. In particular the mode by which liberation was
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h.<is not been l net r\-f 4-u /los . Of the 4000 to 8000 (Kane-Berman, 1978;
McNamara, 1982; Lelyveld l/Zlp/gal ata, 12/10/82) students who left South Africa during
the Soweto aftermath, a fair amount of the university students-certainly
secondary and pre-secondary school students-who fled have joined the
liberation movement or pursue education abroad with the aim of playing a
role eventually in the resolution of the South African problem Judging
from the unquelled crisis on the university campuses this trend will cer-
tainly continue indefinitely, increasing the number of individuals who
have picked up skills that will pose even greater challenges to the South
African State. The difference between the black South African university
student activism and that in other countries, at least for the last twenty
years, is its sustained nature. It has not, so far, been a transient
phenomenon and this might be symptomatic of what Gelb and Saul (1981) have
characterized as the "organic crisis" in South Africa, that is, the crisis
is systemic in magnitude.
The intellectual character of the university environment offers more
opportunities for critical discourse than other environments outside the
university. As a consequence youth involvement in social change in all
societies has been more apparent within than without the university cam-
puses. This appears to be the case in South Africa. Black students at
the ethnic universities have invoked the concepts of university autonomy
and freedom of speech to challenge established authority. In spite of
#
the aims of Bantu Education the active students have tended to be more
universalis tic in their outlook than ethno-particularistic
.
Despite their small size, and perhaps precisely because of that,
these universities have facilitated a greater degree of unity among
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students than is the case in campuses of comparable size elsewhere. The
estimated enrollment of 50,000-60,000 by the year 2000-assuming no funda-
mental change in the South African education or socio-economic system-
will make matters worse. Already the failure of the rural setting of the
campuses to engender
-peace and quiet” at these institutions has led to
the establishment of the multi-campus, urban-situated Vista University.
It is reported that 87% of Africans in a recent poll conducted by Mark
Orlin of the University of Witwatersrand (Friedman and Friedman, 1982;
Marcum, 1982:42) have rejected this institution. But even if the rejec-
tion faded away, the eventual concentration of urban students whose
material surroundings and their personal wellbeing have not been sub-
stantially improved will be material for frequent turmoil. And if the de
Lange report prediction that by the year 2000 the urban black population,
despite government policy to the contrary, will have reached 70 percent,
the situation will be quite desperate especially if the requisite resource
allocations or redeployment of the right magnitude is not effected. Ex-
ternal issues, as in the past, will continue to haunt as well as play an
important part in campus student politics.
At the international level the "social dislocation factor" manifested
itself mainly in the transfer of students from one institution to another,
and to a minimal extent, in the newness or strangeness of the university
environment for the freshperson. In South Africa, it has been more in
terms of "strangeness" of the rural setting for the urban student. This
dislocation factor was accentuated during the days of SASO's community
projects when opportunities to carry out the projects were scarce because
of the geographic isolation of these institutions.
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Peer groups among university students are important all over the
world and South Africa is no exception. The importance o £ this factor in
South Africa lies in the fact that, to the extent that peer group influ-
ence has been determined to play an even greater role than the curriculum
(Newcomb, 1966) and the influence of the
-active few", 1 social and politi-
cal ferment will remain the hallmark of the ethnic universities.
Most studies on the international level have suggested a strong cor-
relation between student activism, the social sciences and the humanities.
The overwhelming majority of courses at the African ethnic universities
are in these fields. It can be concluded that this very bias will con-
tinue to contribute to student activism in these universities. (The small
HE Southern Africa Scholarship Program which offers opportunities for
study in business administration, mathematics, engineering, agriculture
and science does not affect this situation to any substantial degree).
In societies where there is congruity between what is studied in the
universities and the opportunity structure in the economy, student acti-
vism tends to be low. However, in South Africa the incongruity is sharp
and as long as it is there, student activism will continue to bedevil the
university campus.
Where universities mirror the harmonious condition of society at
large there will be general student quiescence. Where the university, as
in the African ethnic university in South Africa, mirrors the disharmonies
of the larger system then it can be expected that unrest will continue
until such disharmonies discontinue.
The Power conflict factor" in other societies has expressed itself
in terms of grade issues and the role of students in the university's
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decision-making function. In South Africa thp1C e P°wer conflict factor has
tended to relate directly to broader issues of decision-^, wlthin the
broader society. This has made student ^^^^
universities to be more socrety-oriented and polrtrcal ratber than simp ly
"etudialist .
"
The general inadequacy-of curricula™ options, commu„icatio„s
,
teach-
ing staff qualifications, African faculty and staff representation-
contribute to African student activism.
The evidence unveiled in this study indicates that there is a complex
of factors that are neither a part of the structure nor of the curriculum
of the ethnic African universities that have a profound impact on student
culture and activism. Specifically, these are: the discriminatory South
African socio-political system; the impact of the financially-burdened
African household on the developing personality structure of the poten-
tial university student; and the influential role of international events
on student consciousness. Additionally, actively interacting with these
factors, is the dialectical nature of knowledge--however circumscribed--
and what the students perceive as inadequacies of most of the characteris-
tics of the ethnic universities as compared to their white counterparts.
These experiences are likely to produce, what was earlier referred to as
the residual effect" as the students enter the non-university environment
after graduation. Surely, most will be compelled by the agreements of
their scholarship loans and bursaries to work for the separate development
institutions (Friedman and Friedman, 1982; Lelyveld, 12/26 1982), and
still others will be attracted by the pecuniary allurements of private
local and Transnational corporations thus dampening their sense of
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outrage. But, even under these circumstances, it is
there will continue to be the "active few" within
stitutions who will challenge, as they did at the
crepancies that exist in the adult society.
fair to suppose that
and without these in-
university, the dis-
As in any situation where
a democratic alternative is absent, change does not occur as a result of
rational discourse but rather as an outcome of confrontation and conflict.
Exclusion from responsible democratic changes in policy fomulation impels
a shifting in the form, substance and locus of the "dialogue." In South
Africa the black university has increasingly become the locus within which
concessions are extracted and the reshaping of educational policy takes
place with the caveat that shadows should not be mistaken for substance.
Junior and senior high schools have been affected as well. It is through
extra-parliamentary media that a gradual reformulation of Bantu Education
policy has occurred.
The Bantu Universities Amendment Act No. 57 of 1977 amended the rele-
vant Act (1959) affecting the three African universities. The Act confers
greater autonomy on the three universities pursuant to certain recommenda-
tions of the Jackson and Snyman Commissions. Advisory Councils 2 were
abolished except at the University of Fort Hare. University Councils were
retained. Prior to the amendment the Council of a university comprised
the rector and vice-rector, eight members selected by the State President
and two elected by the university senates from within their ranks. The
amendment reduced the State President's appointments to a minimum of
four--three members of the Senate, one person to be elected by the
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Convocation. 3 Provision was made a certain^ ^ ^ ^
appointed by the "homeland" government (gurvey> ^
has basically a cosmetic effort- \j ^ect. Variations in the numbers representing
specific constituencies does not effectuate a substantive transformation
in the power relations equation. The State President has traditionally
selected white government officials or officials from other white univer-
sities; the Senate has largely been made up of senior white academics at
African universities and they have appointed representatives to the Senate
from among their ranks; and representatives from the "homelands", by and
large, would echo the wishes of their respective authorities who are them-
selves creations of the separate development policy. The Convocation
representative(s) offer the only possibility for non-government-inspired
input, but are an insignificant minority in the Council. Thus, what ap-
pears to be a major change is essentially a disguise of the old arrange-
ment where the substantial authority of the State, tempered slightly by
the cosmetic effects of its "homelands" creations, is still effectively
entrenched
.
Professor W.M. Kgware took office on January 22, 1977, as the first
African rector and Vice-Chancellor of an African university. His subse-
quent behavior and performance in office substantiate K. Adam’s observa-
tion that the intent of self-administration is not "total autonomy in
decision-making for blacks in their own institutions but that self-
administration is an instrument for domination as well as legitimation"
(K. Adam 1971:206-7). Dramatic examples of this are offered by the ex-
pulsion of Mr. Moako Ramatlhodi, a third year student, for allegedly con-
travening the conditions of his admission to the University of the North,
257
by participating in the organization of the March 21 Sharpeville com-
memoration meeting. Mr. Ramatlhodi filed a court suit against the rector
and the university, and the Pretoria Supreme Court in a sequel hearing
found in favor of the plaintiff's reinstatement. The irony is that the
state legal machinery is legitimated in its conduct of juridical matters,
while the black administrator appears as a prototype administrative func-
tionary who is not even sensitive to such a politically delicate matter
as Sharpeville becomes the culprit (Survey, 1980:550). Another revealing
incident occurred on June 5, 1982 which is "Tiro Day" at the University
of the North. The Rand Daily Mail reported that the newly appointed rec-
tor of the university, Professor P.C. Mokgokong "was booed and shouted
down when he tried to deliver his speech at the service to which he had
been invited as one of the speakers" (Rand Daily Mail 6/7/82). At the
same event Bishop Desmond Tutu was roundly applauded by students for
critizing the government's racial policies. Such instances proliferate
at other African institutions where African administrators have been ap-
pointed .
The Jackson Commission in its recommendations envisioned a gradual
admission of white students at the graduate level of African universities.
It was suggested that this be reciprocated by other institutions which
have specialized academic areas that would draw from all racial groups
(Jackson 1975:22). Available evidence indicates that there is a growing
number of African students at universities for other race groups (Survey,
1979:451; 1980, 545). See Table 23 in Appendix. In 1981 it was reported
that black enrollment at white universities had increased by 20 percent
(Zille, 3/9/81; Lelyveld, 4/26/81). Dr. Philip Tobias, Dean of the
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en-
School at the Uni r\-P 17*+- .cn u iversity of Witwatersrand predicts that Black
rollment will increase to 50 percent of ^ou the total student population in
the year 2000 (Friedman and Friedman, 1982:78; Financial Mail, 2/12/82).
Such a projection is based on the assumption that the Government will in-
troduce dramatic changes in higher education in the next eighteen years.
In May of 1982 the name of the imprisoned leader of the ANC
,
Nelson
Mandela, was submitted for consideration-along with two others-for the
chancelorship of the white University of Witwatersrand. Although sym-
bolic, to be sure, the nomination itself represented an unprecedented de-
velopment which indicates deep unrest within the liberal segment of the
white population (Zille, 6/2/82). At the conservative Afrikaans-medium
universities student leaders are reported to have called for the enroll-
ment of black students (Zille, 5/30/78). African students are now being
admitted at the Afrikaans-medium universities although in extremely small
numbers (see Table 23 in Appendix) and require ministerial permission.
Although these changes appear to represent a reversal of previous policy
and practice since the passage of the 1959 Extension of University Educa-
tion Act and the University College of Fort Hare Transfer Act, they are
viewed by government officials as not a substantive change but as part of
the effort to eliminate petty apartheid which has the effect of achieving
the ultimate goal which is utopian apartheid. Commenting on the growing
number of African students at Afrikaans universities the English newspaper
The Star (3/31/78) viewed this as a good development that would bring "a
realization that contact does not mean integration or the loss of group
identity." This is another example of the effort to "modernize racial
domination," an effect not induced by a voluntary or spontaneous
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change in Afrikaner social philosophy but because of severe tensions and
conflicts, the prime movers of which are Africans.
At the same time that the Afrikaans-medium universities have opened
their doors to Africans and the English-medium universities have increased
the enrollment figures of African students, the number of ethnic African
universities has increased. In 1960 there were three African ethnic uni-
versities with a student population of 481. In 1982 the number of African
universities has increased to nine (including the universities of the
Transkei, Venda, Bophuthatswana
,
MEDUNSA, Qwa Qwa and Vista) with a stu-
dent population of almost 10,000 (not including enrollment figures at
UNISA and the white universities). The universities of Zululand and Fort
Hare are reported to be "establishing annexes away from their main campus
and close to the white urban areas" (THES, 6/30/78). Despite the increase
in numbers and the supposed autonomy most of these institutions allegedly
enjoy, they are still very much "State institutions" as opposed to the
state-aided institutional status their white counterparts enjoy. Where
"autonomy" has been granted the onus has partly shifted to the government
created "homelands" authorities. As such, they lack those basic "indis-
pensable minimum" institutional traits that characterize most universities
elsewhere. The general effect of this has been to foster a situation of
intellectual underdevelopment among the new crop of educated Africans
since these institutions minimize instead of maximizing their potential.
One noted critic of the government's education policy has pointed out that
"the gross inequality of education for Africans, Indians and Coloured in
South Africa has probably held these racial groups back by half a century
or more in reaching their full potential" (quoted in Mojapelo, 9/19/80).
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This retardation which is the consequence of the
segregated higher education is a serious indictment
of Bantu Education. Indeed, it can be said to be
deliberate policy of
of the general effects
a classic case of the
"development of underdevelopment" phenomenon.
Salary disparity among white and black staff at the University of
the North, in fact at all black universities, was one of the major issues
of dispute (Snyman 1975:87, Jackson 1975:47, Nkondo 1976:27). It was re-
ported in February 1978 that a policy of equal salaries for white and
black university staff would be put into effect on April 1, 1978. How-
ever, in June, 1978 it was announced that since the existing budget had
not anticipated the salary increase implied by the parity requirement,
the African universities would have to supplement the salaries of black
teaching staff from their own funds (SRR 1978:450; Hotz, 3/17/78).
While the reforms discussed above may be regarded as important "con-
cessions induced by the agitation of a disenfranchised population, they,
nonetheless, still fall short of certain basic questions. [It is general-
ly acknowledged, for instance, that the establishment of the de Lange Com-
mission which recommended some relatively far-reaching reforms came in
the aftermath of the 1976 and 1980 student uprisings (Friedman and
Friedman, 1982:133; Mojapelo, 9/26/80; Jayiya, 7/30/82)]. What is impor-
tant, however, is that once a train of events is triggered, its motion
becomes impossible to reverse. The internal logic of the "culture" that
has been spawned leads closer to the core questions. Twenty-six years
ago, no one within the Afrikaner nationalist ranks could have ever pre-
dicted the current status of events.
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This study has attempted to demonstrate that despite the widespread
HI effects of Bantu Education, it has inadvertently produced-for a sub-
stantia! portion of the student body--, distinct and contradictory "cul-
ture of resistance" whose thrust and direction are contrary to the expec-
tations of the system. In particular, the extension of higher education
to Africans given the nature of the South African polity is, as Kogila
Adam observed, "contradictory" (Adam 1971:197).
Indeed the turn-of-the-century observation made by Leroy-Beaulieu
(quoted earlier) still holds with unyielding tenacity: "science and edu-
cation, no matter how watchful the supervision
.
. . invincibly predispose
to criticism, to free investigation hence to liberalism. ...” Education
appears to have become one of the principal disintegrative agents - a
partner within a phalanx of forces such as the escalating actions of the
national liberation movement, the growing militancy of the independent
black trade unions, the churches and civic organizations. External fac-
tors, that is, those instructive or educative experiences that are not
part of the official curriculum seem to have added powerful ingredients
in producing the "unintended consequences" or the "culture of resistance".
Furthermore, the study has shown how fitting the role assigned to
African education by the dominant order is to the Althuserian construct
of "State ideological apparatuses" and the Bowles-Gintis "correspondence
principle. Significantly, however, a conjunctural examination of the
Black South African university setting indicates that there are strong
influences outside the ideological apparatuses that intervene and produce
a student consciousness or "culture of resistance" whose challenge to the
prevailing ideology has far-reaching educational and socio-political
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implications. This realization alone calls for a ai a deeper understanding on
the part of the educational plannee of the relation ^ ^
socrety. More pointedly, in societies where there are deliberately im-
posed social inequalities any educational plan that does not seek to
meaningfully and equitably redress these, is doomed to failure. It will,
as demonstrated in this study, instead produce individuals who will con-
tribute to its further destabilization. The failure of African ethnic
universities in South Africa to fully realize their official goals is a
resounding case (Scully, 3/20/78, 3/27/78; David, 12/21/79, 12/28/79;
Charney, 2/12/82; Lelyveid, 12/26/82). Echoing Ashby's (1966) characteri-
zation of the African ethnic universities as "veritable academic concen-
tration camps," Scully observed crisply, sixteen years later, that "a
sense of oppression and intimidation is found at universities created
under the policy of 'separate development'" (3/27/78). And yet this has
not succeeded in muting student activism.
Finally, the two theses proposed in the study appear to be substan-
tially validated. That there is a ’’culture of resistance” at the African
ethnic universities to which a significant number of the students sub-
scribe in opposition to the official institutional culture or curriculum
goals is incontrovertible. And that this ’’culture of resistance” is
largely a consequence of factors outside the curriculum is also supported
by the evidenc examined in this study.
During the last two decades the South African Government has embarked
on an accelerated program of adjustment as a response to the pressures of
the students and the larger black community. These "concessions" are
largely consistent with the program of "separate development" and have
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the effect of enhancing the legitimation of the regime. Whether the State
will be able to control the logic of the "culture of resistance" that has
been set into motion remains to be seen. A preliminary assessment seems
to indicate that unless higher education is abolished for blacks, an ac-
tion that is impossible to conceive at this juncture, then greater con-
tradictions, with their attendant structural dysfunctions, are going to
increase in the foreseeable future, for "change is eternal." Broadly
speaking then, at the very heart of it lies the question of the exclusion
of Africans from the center of policy-formulation processes. Until this
is resolved satisfactorily, stability will be an elusive goal.
Needs for Further Research . Because of the need to focus on the much
neglected area of student culture in African ethnic universities this
study did not consider the same condition in other ethnic or racial uni-
versities. Much has been going on at these institutions that needs to be
studied and documented. Interesting developments are taking place among
the older white student organizations. NUSAS is once again trying to flex
its muscle after it was forced into dormancy when it was declared an
"affected organization" by the Government in 1974. The Afrikaanse
Studentebond (ASB) which has always supported the government has been hav-
ing serious internal debates around government policies. Disagreements
led to the establishment of the Political Students' Organization (POLSTU)
which is to the left of the ASB much to the consternation of the Govern-
ment. Formed by 18 break-away students in July 1980, its membership had
grown to 500 in 1981 (Survey, 1982:382). These developments deserve more
studied attention.
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Predicated on the assumption that there is a forr f i aH ce ul dynamic for
profound educational and socio-nniiH, ,P° lltlCal change in South Africa, this
study submits specific and logical research8 areas in anticipation of even-
tual change. There is need for:
(Da comprehensive study which will examine the ecological system
of the black universities as a whole-that is, including those
of the Indians and Coloureds. It should seek to determine the
extent to which identical student "cultures of resistance" have
developed and their short- and long-range ramifications. Pre-
ferably it should be empirical.
(2) a study of student "cultures of resistance" in white universi-
ties to supplement and supplant the various contributions con-
tained in the van der Merwe and Welsh anthology. Such a study
should focus on that growing tendency that is advocating the
need for a serious transformation of South Africa to a demo-
cratic ideal, and is cooperating with black students.
(3) a study to determine the extent to which inhibiting factors pro-
duce a student "culture of conformity" and how its "residual
effect counterposes that of the "culture of resistance" both
at the university and national levels.
(4) a comprehensive study that will contrast the black universities
in South Africa with other universities elsewhere which are de-
signed mainly--if not exclusively--for racially, ethnically or
religiously segregated groups.
(5) an indepth study of the relation between the white and black
faculty as well as administrators at these institutions with
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>r m-
particular attention focused on the factors that promote o,
hibit a wholesome identification with the institutional ethos
on the part of the Black faculty, and
(6) a study of the organizational framework and administrative etho £
and practices that will be necessary in non-racial universities
in a democratic, transformed South African society. As a
pioneering venture such a study will of course be abstract and
expository.
266
ENDNOTES
1 .
2 .
here is sometimes a tendency to dismiss student activists on thebasis of the!! numericai minority status. Implicit in such dismis-als is the notion that holds passivity to be a natural state. Such
a view is not only simplistic but invariably detrimental to socialadvancement as changes in human history have been initiated by smallgroups of people or individuals with the support of the many in due
course. So it appears that particular attention should be given tothe objective quality of the issues raised rather than to numbers.
The Advisory Council consisted largely of an African membership andits function was that of giving advice on the governance of the uni-
versities. The real decision-making powers, subject to the Minis-
ter s approval, were vested in the predominantly white Councils.
The role of the Advisory Councils was one of the contentious issues
at Turf loop.
Convocations played a vital role in white universities for many
years. They became recognized and given a limited role in African
universities only in 1977 .
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